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This report presents a theoretical model and a

practical guide for a survey feedback-problem solving-collective
decision intervention in educational systems. The intervention
focuses on work roles and relationships; job functinn, authority, and
communication patterns; and on reviewing group progress and problems.
One objective of the strategy is to superimpose complementary
collective decision structures over the existing authority structure
of the school. An experimzntal design was employed in the study to
evaluate the effects of the intervention on teacher attitudes toward
importart aspects of their work environment and on faculty
perceptions of collective decision processes in the schools. To
assess the impact of the intervention, 24 schools in northern
Iilinois were assigned randomly to four treatment conditions: (1)
SF~PS, which incorporates teacher collective decision structures; (2)
survey feedback only; (3) pretest-posttest controlis; and (4) posttest

only controls.

Elected faculty members were trained to lead the SF-PS

sessions, provided a standardized attitude survey questionnaire for
feedback, and assisted in establishing collective structural
configurations in the full treatment schools. Questionnaire data
indicated that the interventicn brought about significant favorable
changes in faculty attitudes in the experimental schools. (Figure 4.1
on page 37a may reproduce poorly.) (Author/DN)
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SUMMARY

The purpose of this study was to design, implement, and evaluate
a survey feedback-problem solving-collective decision intervention in
schools. The approach provided for organization development by incorpor-.
ating daté discussion and group problem solving techniques within col-
lective decision processes. The strategy represents a task-oriented,
structural approach to 0D and, as such, differs sharply from such person-
changing interventions as sensitivity training. The intervention focuses
on work roles and relationships rather than on individuals; on job func-
tions, authority, and communication patterns rather than on member traits
and characteristics; and on reviewing group progress and problems rather
than on assessing individual strengths and weaknesses.

An objective of the strategy is to superimpose complementary coi-
lective decision structures over the existing autherity structure of the
school. Collective decision structures were hypothesized to increase
organizational effectiveness and improve teacher attitudes toward their
work environment by pruviding opportunities for problem identification,
solution generation, and change initiation at the faculty level. Survey
feedback acts to initiate collective decision processes by providing an
objectivy basis for problem and need identification. Task-oriented
problem «olving sessions provide for problem analysis and solution gen-
eration. The overlapping aroup structural configuration provides for
improved vertical communication and facilitates change legitimation and
implementation.

The report presents a theoretical model and a practical guide for
a survey feedback-problem solving-collective decision intervention in
educational systems. Factors hypothesized to account for the effective-
ness of SF-PS-CD processes are noted and the planned change-supporting
structures are analyzed in terms ¢f primary structural dimensions of the
school.

Tn assess the intervention's impact, twenty-four elementary
schools in northern I11inojs were randomly assigned to four treatment
conditions: SF-PS which incorporates teacher collective decision struc-
tures; survey feedback only; pretest-rosttest controls; and posttest
only controls. Elected faculty memberrs were trained tc lead the SF-PS
sessions, provided a standardized attitude survey questionnaire for
feedback, and assisted in establishing collective structural configur-
ations in the full treatment schocls.



The study's experimental design was employed to evaiuate the
intervention's effects on: (1) teacher attitudes toward important aspects
of their work environment and (2) faculty perceptions of collective deci-
sion processes in the schools. Questionnaire data indicated that the
intervention brought about significant favorable changes in faculty atti-
tudes in the experimental schools. Teachers in the SF-PS-CD schools also
had more favorable perceptions of certain collective decision processes
than their counterparts in the control schools. Interview data and docu-
mentary evidence suggested that the 0D program effected changes in the
structure of the experimental schools and brought about improved organi-
zational health. Although the program did not seem to increase adoption
of externally-gensrated innovations, improved faculty problem solving
and increased teacher change initiation were evidenced.
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CHAPTER 1
INTRODUCTION

Change has become a fixed condition of 1life in America today.

Social and technological developments over the past quarter century have
placed greater demands on our schools while, at the same time, the edu-
cational environment has become increasingly more complex and dynamic.
In order to reach their present goals, our educational systems must be
geared to employing their human and material resources more efficiently
and effectively than they have in the past. They also must be capable
of initiating new goals, structures, and programs to deal successfu]]y
with the complex problems that rapid change presents.

In recent years there has been emerging in the behavioral sciences
a growing body of theory and practice called "organization development"
(OD). A primary purpose of 0D is to help organizations cope with the
increasing scope and speed of social change (Bennis, 1969; Watson, 1967).
This study was designed to evaluate the effectiveness of a mu1t1p1e com-
ponent OD strategy in schools--a survey feedback-problem solving~collec-
tive decision intervention (SF-PS-CD)--throug'i the use of field experi-
mental methods.

There have been at least two basic approaches to 0D in formal
organization. The first focuses on individual and/or group development.
An outgrowth of the human relations movement in 1ndustry and elsewhere,
it is represented by such "person-changing technologies" as self-awareness
exercises, group 1herapy, sensitivity training, and encounter groups
(Harman, 1970). ,

The second approach stresses structural and/or techno]ogica1 con-~
siderations. Stimulated by a renewed interest in efficiency in education,
it is exemplified in a variety of programs and techniques such as manage-
ment by objectives, program planning and budgeting, operations research,
and cost-benefit analysis (Kaufman, 1970).

The present study fused elements from these diverse approaches to
organizational change. The intervention focused on selected work atti-
tudes and perceptions of public elementary and junior high school teachers
(grades K-8). We began by defining broadly the school organization in
terms of its official and human aspects. The official aspects of the
school are represented in its str'icture and technology. The human aspects
concern those individuals as well as formal and informal groups comprising
the staff of the school.



The school's technology encompasses the knowledge and skills asso-
ciated with the teaching-learning process. Also included are the mate-
rials, facilities, and equipment consumed in this process. The struc-
ture of the school is expressed in terms of objectives, policies, rules,
ar ' work goals. This dimension also covers such traditional organization

apts as job roles and relations, authority patterns, communication
Vi 5, and work-flow.

Individuals consist of the persons employad to fill the official
administrative and teaching positions in the school: principal, class-
room teachers, and special service personnel. In thinking about individ-
uals attention generally focuses on such factors as their personal and
social needs, interests, aptitudes, attitudes, and expectations. Formal
groups in the school are organized around the work itself such as in
grade levels and departments. Ini rmal groups emerge in staff inter-
action on the basis of such factors as age, sex, ethnicity, training,
work values, and social interests.

: In the survey feedback-problem solving-collective decision stra-
tegy investigated in this study, greater emphasis was placed on struc-
tural and technological than on individual or group factors as such.

Our focus was on organization goals, policies, and procedures rather than
on the work habits and character traits, motivations, or emotional matu-
rity of individuals. The educational program and its perceived effec-
tiveness took precedence in analysis over such dimensions as the personal
and social relations among individuals and groups in the school.

In short, the OD process we examined tended to be more impersonal
than personal, more objective than subjective. It analyzed problems
rather than appraised people per se; it focused on the jobs to be done
rather on the people who were doing them; it emphasized work progress
and problems rather than individual or group strengths and weaknesses.

Our original interest in this strategy stemmed from two basic
dissatisfactions with the more commonly-used 0D technologies. These cen-
ter mainly around issues of efficiency and acceptance.

From our reading of the 0D literature, we surmised that the finan-
cial outlays associated with most change programs based either on variants
of sensitivity training or "systems analysis" generally exceed the budgets
of most school districts--exactly at .a time when school boards are under
fire from legislatures and taxpayers to cut costs. We were concerned
that school systems much in need of improvement would fail to engage in

- 0D efforts because of the expenses for outside consultants, purchases of
equipment, employment of new personnel, and manhours of staff time off
the job. We were interested therefore in exploring a method of OD which
seemed to hold promise for effecting durable change while minimizing
direct and indirect costs to the client system.



In our work with administrators and teachers in recent years we
also were impressed by an apparent growing staff resistance to Change
programs that emphasize either the personality traits of individuals on.
the one hand, or "dehumanized techrnologies" on the other. It seemed to
us that school personnel would be more accepting, at least initially, of
an 0D program which avoided a sirong focus on either of these.elements.

Finelly, in our >pinion both the knowledge base supporting the
more commonly-used OD methods and the specialized roles reguired for
their installation are relatively complex and underdeveloped. The SF-
PS-CD intervention, on the other hand, involves the application of a com-
paratively simple and better-understood technology. A program leader
elected from the current staff and trained in data feedback and group
problem solving, administrator-faculty policy and review committees, a
standardized attitude questionnaire, and a series of faculty problem
solving sessions with planned follow-up action programs ..omprise the
basic ingredients of the strategy.

On the basis of rough cost estimates we felt the SF-PS-CD inter-
vention we proposed to test may, at this point in time, be a more fea-
sible (and hopefully more effective) approach to OD in schools than those
methods which require greater inputs in money, skills, and equipment.

The Study's Purposes and Dimensions

The study was concerned primarily with the effects of SF-PS-CD on
teacher work attitudes in the school. Secondarily we ware interested in
its impact on organizational innovativeness and effectiveness. In concCep-
tualizing relationships, we assumed that individual/work group and orga-
nizational level dimensions would intervene between the study's indepen-
dent and dependent variables.

At the organizational level, we hypothesized that the interven-
tion in effect would create teacher collective decision making and
change-supporting structures within the school. These structures were
designed to complement the existing school authority structure by pro-
viding specific teacher inputs into the identification and solution of
problems and by fostering the institutionalization of improvements in
the school. At the individual/work group level, we hypothesized that
the degree to which the teachers perceived this decision making structure
as operative and fully-functioning and productive of greater organiza-
tional effectiveness and innovativeness would be reflected in their atti-
tudes toward their total work environment.

The study therefore was concerned with developing an understanding
of two broad problems of interest to 0D theorists:



As a result of the SF-PS-CD intervention, will complementary
teacher collective decision making structures emerge in the
school which in turn lead to increased organizational effec-
tiveness and innovativeness?

If so, how will these structural changes and school improvements
affect teacher perceptions of collective decision making and
their attitudes toward important aspects of their work environ-
ment?

The specific objectives of the research were formulated in

response to these questions. They were five-fold:

1.

To establish field experimental conditions to test the impact of
the SF-PS-CD processes on school organizational effectiveness/inno-
vativeness and teacher work attitudes.

To assess the degree to which complementary collective decision
making and change-supporting structures are instituted as a
result of the SF-PS-CD strategy.

To evaluate the effectiveness of SF-PS-CD for increasing general
organizational effectiveness and innovativeness.

To assess the degree to which teachers in the SF-PS-CD schools
perceive the collective decision making structures as operative
and fully-functioning.

To assess the extent to which the opinions and attitudes of
teachers toward their work environment change as a result of the
total planned intervention.

The study also was designed to find answers to such practical

administrative problems:

Within what types of decision making structures do teacher groups
operate most affectively and efficiently? Are different decision
making processes appropriate for dealing with different types of
school problems?

How should decision making be carried out in a school? To what
extent can teachers be directed and controlled in the traditional
sense and still operate creatively, effectively, and with a rela-
tively high level of job satisfaction?



Overview of Findings

Seven 3chools selected randomly from a target population of
twenty-four elementary schools were involved in the SF-PS-CD interven-
tion. Faculty leaders from these schools were elected and trained, data
on school functioning for feedback were collected, and overlapping fac-
ulty-administrative groups for collective decision making on identified
problems and needs were formed. The remaining seventeen schools in the
sample were also randomly assigned to three control conditions: survey
feedback only, pretest-posttest control, and posttest only cuntrol. At
the organizational level, we hypothesized that, as a result of the inter-
vention, collective decision structures would be established in the exper-
imental schools which would increase organizational effectiveness, inno-
vativeness, and health. At the individuai/work group level, we hypothe-
sized that experimental school teachers would also perceive greater effec-
tiveness, collectivity, and participation in decision making and as a cen-
sequence develop more favorable attitudes toward their total wo:k environ-
ment.

An informal technique evaluation and structural analysis indicated
that the extent to which collective decision structures were established
in the seven experimental schools varied. Interviews with program leaders
and principals revealed that relatively "complete" collective decision
making structures were superimposed successfully over the authority struc-
tures in four schools. Although SF-PS-CD procedures were being used in a
fifth school, there was some evidence that faculty problem solving acti-
vities were not adequately coordinated with on-going authority decision
processes (partially due to a turnover in key personnel). In another
schcol, the survey feedback and problem solving procedures were being
used effectively, but the collective decision configuration was only par-
tially established. Program activities were discontinued in one school
after the survey feedback and the collective structures failed to be esta-
tlished. .

Although we did not attempt to evaluate school outputs objectively,
interviews and documentary evidence obtained from the experimental school
principals and program leaders indicated that the intervention did enhance
school effectiveness and facilitate change. Representatives from the
majority of the experimental schools described a number of important devel-
opments resulting either directly or indirectly from program activities.
Changes within the schools were ascribed primarily to group feedback and
problem solving and other prcgram committee activities. There was little
evidence that the intervention increased the adoption and implementation
of externally-generated technological innovations. Interview data also
suggested that the intervention had beneficial effects on school organi-
zational health. iImprovements were noted particularly in communication
adequacy, resource utilization, cohesiveness, morale, and problem solving
adequacy.
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At the end of the one-year experimental pericd, questionnaire
date disclosed that teachers in the SF-PS-CD scho0ls perceived greater
collectivity and participation in decision processes than did the control
school faculties. There seemed to be a positive relationship between the
quality of the superimposed decision structures and favorable faculty
perceptions of collectivity. Perceptions of collective decision p~ocesses
were particularly positive in three of the fo '~ schoois whirh ~ cecd:
in implementing "complete" collective str - Jn «tions.

The intervention seemed to have its greatest impact on faculty
work attitudes. In the experimental group, teacher attitudes toward
important aspects of their work environment become significantly more
favorable. Gain score analysis showed that changes in the experimental
group were significantly moirc favorable than those in the control groups.
SF-PS-CD faculty attitudes were generally more favorable than posttest
only control school faculty attitudes at the end of the first year of the
program. While the intervention failed to improve teacher attitudes
toward all aspects of the work environment, it did bring about changes
along those dimensions that logically would be affected by the strategy.
These changes were highly significant and the data generally supported
the major hypothesis of the research.

Limitations of the Study

The scope of the study was confined to describing and prediczing
seiected dimensions of teacher group behavior in twenty-four small city
and suburban schools. The restricted nature of this sample severely con-
strains any broader generalizations that can be made from the study's
descriptive findings. The study was also limited by the fact that greater
emphasis was placed on product rather than process evaluation. To maxi-
mize the autonomy of the experimental schools ("can they do it by them-
selves?") and to minimize program costs, we avoided monitoring the acti-
vities of the school problem solving groups. While this strategy per-
mitted summative product evaluation of a relatively low cost 0D program,
greater detail regarding the nature or quality of events (the process)
over the one year experimental period was sacrificed.

Notwithstanding, the research should have relevance for both the
-theory and practice of OD. At the conceptual level, it provides an expanded
theoretical framework for survey feedback and problem solving, a specific
formulation of the process, and empirical data on the problems and poten-
tial of this important and infrequently-tested strategy for planned orga-
nizational change. In this sense, the research has a heuristic value in
that is should contribute to an increased understanding of 0D processes in
general and in particular as they are applied in school organizations.



At the practical level, the study generated new organization devel-
opment models, mzterials, and methods. These by-products should prove
useful to school administrators and 0D specialists ir nlannir
menting programs for in-service staff developme © anu orasni.. LLarove-
ment in education:' ora:

An Qutline of Future Chapters

T2 report is organized into seven chapters. The Introduction
plac-d th.- research in the context of investigations related to the devel-
opent anc. testing of OD methods for planned change. The study's purposes,
ma,.or dimensions, and the nature of our results were also discussed
briefly in this chapter.

Chapter IT outlines theoretical concepts and previous empirical
findings that are useful in understanding the three organizat<on develop-
ment Components used in the rasearch. We begin with a brief review of
Frevious research fosusing on survey feedback and problem solving strate-
gies. Innovation decisicm making, change processes in organizations, and
idea]l models o¥ the colle:ztive and authority decision processes are then
preserted. The potantial benefits of dual decision structures for ele-
mentz 7y schools are highlighted and the collective decision process is
constdizred in terms of the survey Teedback and problem solving components.

Chzpter III presents a detailed description of the SF-PS-CD pro-
gram we employed as the independent variable of the study. This strategy
assumad that there are several essential steps in creating conditions for
0C. T4o asmects of these steps--the substantive and administrative--are
presented im this chapter. Program activities are discussed in terms of
collective decision making subprocesses.

Factors hypothesized to account for the effectiveness of the SF-
PS~CD inter~ention are presented in Chapter IV. The aim of this chapter
1s to present the theoretical framework undergirdirg the intervention and
to provide =n overview of the process. Collective decision subprocesses
are discussed in terms of program inputs at organizational, work group,
and individial levels of analysis. The crucial variables of the study are
then interrelated within a broad conceptual scheme. Previous research is
cited to sumport the hypothesized program effects--including the interven-
tion's impact on organizational effectiveness and innovativeness and teache
perceptions of collective decision making and work attitudes.

The hypotheses anc procedures of the study are discussed in Chapter
V. Include: are descriptions of the general experimental desiign, popufa-
tion and sampnle, and data ard instrumentation. General hypotheses, sta-
Listical prexdiztions, and exploratory research gquesticns are given in
tivi:, sectior.



he  ‘ndings of the investigation are presented in Chapter VI.
Here the re.aiionships between SF-PS-CD, organizational effectiveness
and innovativeness, teacher perceptions of collectivity and decision
making processes, and teacher attitudes toward their work environment are
compared and highlighted with data from the experimental and contro!
schools.

In Chapter VI, the findings are further discussed and summarized.
Implications for the theory underlying the research, for future research,
and for 0D processes in schools and elsewhere conclude the final chapter
of our report.



CHAPTER I1

SURVEY FEEDBACK, PROBLEM SOLVING, AND
ORGANIZATIONAL DECISION PROCESSES

Various approaches to organization development have been employed
to increase the effectiveness of educational systems.! Contemporary
change-producing interventions incorporate multiple OD components ranging
from person-changing to structural-modifying strategies. The 0D inter-
vention we used for this action-research project includes three specific
components: survay feedback, problem solving, and collective decision
structures. The purpose of this chapter is to provide an overview of
these components. First, we review survey feedback and problem solving
strategies and selected empirical studies of SF-PS. Second, two types
of innovation decision making in organizations are examined: the collec-
tive and authority processes. Finally, a model of collective decision
making is presented and discussed in relation to the criterios of effec-
tiveness in educational systems.

Survey Feedback and Problem Solving

Survey feedback and probiem solving interventions employ behavioral
science techrology and organization theory to alter favorably the struc-
ture and functioning of organizations. Effective SF-PS strategies poten-
tially can increase the "health" of educational organizations by modifying
both the administrative behavior of educators and the structural dimensions
of their organizations. The intervention is designed to improve the abil-
ity of organizations, both educational and otherwise, to interact with
their environment and to cope with long-range problems. The objective of
improved organizationsl health also includes changing second-order system
properties such as communication adequacy, power equalization, morale,
innovativeness, and problem solving adequacy (see especially Miles, 1965,
on the notion of organizational health).

Organizations commonly use two types of feedback to guide their
functioning and to identify needed chanyes. The first is feedback from
the environment which is concerned with the acceptance of the organization's

~TSections of this Chapter were adapted from Robert A. Cooke,
"Complementary Collective Decision Structures for Educational Systems,"
1972.
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product or the effectiveness of its services. The second type of feed-
back is related to the internal functioning of the organization. Included
here are (1) technical or production and (2) human or organizational par-
ticipant feedback (Katz and Kahn, 1966, pp. 416-417). In industrial orga-
nizations, the need for change is signaled when the firm's products an. 'or
services are no longer in demand in the marketplace. in comparison, edu-
cational organizations receive minimal "dollar-vote" feedback from the
environment due to the public nature of schools and the absence of effec-
tive compulition. Similarly, the potential for production or technical
internal feedback is also lower in schools than in industrial and other
types of organizations. This is the result of such factors as goal ambi-
guity, Tow role performance visibility,and the. underreveloped state of

. aiuation techniques in education. Given these conditions, the moni-
toring of participant opinions and attitudes toward their work situation
is pessibly the most reliable and practical type of feedback available to
educational systems. SF-PS techniques offer an effective means for
obtaining and employing this type of internal feedback as one basis for
initiating chanca.

SF-PS strategies combine the elements of two approaches to orga-
nization change which emphasize the principle of mutually shared power:
data discussion and group problem solving strategies (Greiner, 1965).
SF-PS has been defined by Miles as:

- . . a process in which outside staff and members of the organization
collaboratively gather, analyze and interpret data that deal with
various aspects of the organization's functioning and its members'
work lives, and using the data as a base, begin tc correctively alter
the organizational structure and the members' work relationships
(Miles et al., 1969).

The data feedback process, as developed by Mann, Likert, and
others was designed on the basis of a series of observations concerning
the acceptance of survey results in operating organizations. These
include: (1) the need for a high degree of group participation and per-
sonal involvement in the feedback process at all organizationai levels;
(2) the importance of group factors in facilitating attitude change and
redifinitions of situations: {3) the need for recognizing and utilizing
the organization's power structure in feeding back the data; and (4) the
importance of self-analysis, rather than analysis offered by an outsider,
in bringing about change (Mann and Likert, 1952). ‘

The SF-PS approach stresses objectivity and quantification in the
change process. As such, it differs sharply from such laboratory methods
of human relations training as T-Group or sensitivity training. In SF-PS,
the focus is on work roles and relations rather than on individuais, on
Job functions, accountibility, authority, and communication patterns
rather than on the traits and characteristics of individuals, on review~
ing group progress and problems rather than on assessing individual
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strengtiis and weaknesses. The distinctions between laboratory methods and
survey feedback have been characterized by Miles as follows:

First, . . . in human relations training the process of feeding
back subjective data is mediated by the (group leader) and/or other
group members, respectively. In survey feedback, however, the pro-
cess is mediated by objective data which group members have helped
collect, analyze and interprét. Second, in . . . training the analy-
sis of data occurs mostly at the intrapersonal, interpersonal or
group level; survey feedback usually focuses more centrally on the
role, ;nter-group and organizational levels. (Miles et al., 1969,
p. 459).

OQur search of the literature relating to the effectivensss of feed-
back and problem solving procedures in effecting durable change revealed
few empirical studies--especially those focusing on educational systems.
Mann's (1957) research applied survey feedback techniques in industrial
organizations. His data indicated that the survey feedback intervention
brought about favorable developments in four accounting departments when
compared with two control departments. In the experimental groups, signi-
ficant positive changes occurred in employee attitudes toward important
aspects of their work (e.g., the kind of work they do, their supervisors,
their progress in the organization, their group's effectivenessg. Addi -
tionally, members in the experimental groups perceived positive changes
in: "(1) how well the supervisors in their departments got along together;
(2) how .often supervisors held meetings; (3) how effective these meetings
were; (4) how much their supervisors understood the way employees looked
at and felt about things, etc." (Mann,1957,pp. 161-162).

Baumgartel conducted a similar experiment in six accounting depart-
ments in major industrial firms. The study focused on aspects of organi-
zation functioning, work, and social relations. Four of the six depart-
ments received the results of a survey questionnaire. The groups which
took part in this feedback felt that : "(1) they were better in getting
the job done; (2) they were freer to take job problems to their supervi-
sors; (3) their supervisors got along better with one another; (4) their
supervisors better understood their point of view; and (5) they understood
bettsr how their supervisor sees things " (Baumgartel, 1959; Bennis, 1969,
p. 9). '

Klein, Kraut, and Wolfson (1971) investigated the impact of atti-
tude survey feedback and the respondents perceptions of the feedback pro-
cesc. They also examined perceptions of survey utilization under a vari-
ety of feedback conditions. They found that process variables act as
powerful predictors of the dependent measures of satisfaction and perceived
utilization:

A model of information dissemination was posited whereby the relation-
ship between structural variables and attitudes was moderated by
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process variables. This was supported by the data. In addition it
was found that the process variabies weie of two classes: communica-
tion and involvement, the former predicting better to satisfaction
with survey feedback and the latter predicting better to perceived
utilization of the survey's results (Klein et al., 1971, p. 497).

While the research of Klein et al, focused on manufacturing mana-
gers and employees, their results have important implications for SF-PS
programs in schools. For example, they found that two c¢r more feedback
meetings resulted in higher satisfaction with the data than did a single
meeting. Feedback meetings were preferred tc written reports alone, and
the Tine manager was preferred over a staff specialist as the feedback
leader.

Perhaps the most significant investigation of the feedback stra-
tegy in educational systems was carried out by Miles et al. {1969) in a
single school district. Focusing on power equalization, communication
patterns and norms, these researchers concluded that the program ". . .
did begin a process of organizational change at the top of the school sys-
tem, which *":n showed some regression following the initial active
involvement of lower-echelon peopie, with the net effect that no durable
changes were found" (p. 458). Interview data indicated that there were
improvements in communication and interpersonal relations among adminis-
trators. However, power equalization between teachers and administrators
did not occur as hypothesized.

Empirical research has shown frequently that 0D interventions
fail to bring about lasting changes in organizational effectiveness and/or
in work attitudes. We posited that this faiiure was due to a lack in the
intervention to establish enduring change-supporting structures which
would provide needed support for improvements in interpersonal relations,
communication adequacy, and/or problem solving capabilities. Our 0D stra-
tegy, while building on previous work in this field, focused on the rou-
tinization of new change-supporting structures in the experimental schools.
The overall objective of the strategy was to superimpose a complementary
collective decision making structure over the existing authority decision
framework 1n the experimental schools. The SF-PS-CD strategy thus con-
centrates primarily on structural and secondarily on human variables in
effecting improvements n the school's task system (see Leavitt's typol-
ogy of change strategies, 1965). '

In our model, collective decision structures provide for problem
identification, solution generation, and change initiation at the tech-
nical core (faculty group) level of the school. Thus change is facili-
tated from the bottom up in the organizational hierarchy. We hypothe-
sized that a collective decision structure could be implemented in a man-
ner consistent with, and thus complementary to, the ongoing authority
structure of the system. When operating simultaneously, the two decision
structures would each be affected by the other; that is, the collective
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structure would be influenced by the hierarchically-differentiated roles
in the authority structure and the authority structure would be modified
toward greater faculty participaticon in Jdecision subprocesces as a result
of the cellective structure. In etrect, the two decision structures~-
authority and collective--would ac® and react in resonance.

Many SF-PS interventions focus on improving authority decision
procedures in the target organization; our strategy fused survey feed-
b:ick and problem solving procedures to collective decisiun processes.
Organizational change is initiated through the use of survey feedback
and sustained thereafter by means of structured problem solving activi-
ties and new structural configurations. The potential for effectiveness
of this structural approach to 0D seem to us to be relatively high. First,
the intervention attempts to mouify the structure of collective decision
making which commonly is underdeveloped in most formal organizations.
Cirect and radicai changes in the ongoing authority decision processes of
the school and school district are not involved in the strategy. As such,
we felt the intervention could bring about greater and more enduring
changes in overall decision processes with less administrative (or staff)
resistance. Possible more important, the strategy provides for two com-
plementary, but theoretically distinct, decision making structures. The
major thrust of our thinking was that the operations of these two deci-
sion structures--if viable--would bring akout greater organizational health
and effectiveness and more favorable teacher work attitudes in the experi-
mental schools.

The remainder of this chapter reviews theory and concepts related
to authority and collective decision processes in school systems. A gen-
eral model of the collective decision process is presented, one which
stresses innovation and change. As in the case of authority decision
making, collective decision structural profiles can vary greatly. We
expected that a relatively standardized and formalized collective deci-~
sion structure would emerge as a result of our planned intervention. The
emergent structural characteristics of our experimental schools will be
discussed in Chapter 1IV.

Change and Innovation Decision Processes in Schools

As in many formal organizations, decision making and change pro-
cessas in elementary schools tend to be authoritative. Authority inno-
vative decisions are those ". . . which are forced upon an individual by
someone in a superordinate power position" (Rogers and Shoemaker, 1971,

p. 301). According to Rogers and Shoemaker, authority decisions imply
the existence of .twe-different units in a social system: (1) the adoption
unit which consists of those individuals who must take over and actuai1y
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use the innovation, and (2) the decision unit, which includes those indi-
-viduals who have formal authority over the adopting unit and who decide
whether the subordinate group will utilize prescribed innovations. In
elementary school organizations, school boards, superintendents, and prin-
cipals commonly assume decision unit roles as they respond to community
pressures, state and federal legislation, and new knowledge and technol-
ogy. Change decisions made at the managerial and institutional levels

are communicated to technical core operatives (the faculty) who then are
expected to carry out the change, i.e., incorporate the new program or
procedure into on-going operations.

Numerous change and decision making models, both prescriptive and
descriptive, have _een developed in the organization theory and diffusion
of innovation literature. These models suggest that the innovation deci-
sion process in schools involves a number of distinguishable subprocesses.
The ideal model of the authority innovation decision process we have con-
structed below builds on the work of Rogers and Shoemaker (1971), Aiken
and Hage (1970), and.Stufflebeam (1967), and is largely consistent with
other organizational change models [see Maguire's review, (1970)1.

As indicated in Figure 2.1, the authority innovation decision pro-
Cess encompasses seven stages: context evaluation, input-evaluation, ini-
tiation, communication, adoption, implementation, and routinization. Super-
ordinate-initiated change commonly deviates from this prescriptive model
and, as a result, the innovativeness of schools varies. Holding other
factors constant, to the degree that authority decision processes are
employed effectively in educational organizations, certain types of inno-
vations and change can be implemented efficiently and effectively.

Authority innovation decision processes are initiated at and con -
trolled from the top of the organizational hierarchy. Hage and Aiken, in
their theory of social change in complex organizations, observe that the
process begins ". . . when organizational decision makers determine that
either the organization is not accomplishing its present goals as effec-
tively or efficiently as possible or when decision makers alter or amend
the goals of the organizaticn" (1970, p. 94). On the basis of their iden-
tification, interpretation, and operationalization of school goals, deci-
sion unit members continually monitor their organizations' situation in
an attempt to uncover discontinuities between performance and objectives.
Likewise Stufflebeam's model for the evaluation of educational change
includes context evaluation which involves identifying and defining
"(1) the major subsystems of the domain to be served; (2) the unmet needs
of the domain through an assessment of the discrepancies among intended
and actual outputs of the subsystems; and (3) the basic causal problems
underlying each need" (1967, p. 129). The extent to which administrators
evaluate effectively the functioning of their organizations varies; this
variation in turn is causally related to the ability of educational sys-
tems to innovate successfully. In this sense, the prescriptive nature of
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the authority decisiqn model becomes evident,

As school problems and needs are identified, administratu s must
also determine whether the situation demands an innovative, : 2ther '-.an
a traditional, response, and whether the soution must be entrir 21y mzw
or can be bas~d on modifications of existing innovative altermeaives
Depending on ' 1at determination, they eithe » invent new solutics tnem-
selves or ut! ize knowledge transmi*ted from sources within and wi.~out
the school s;- tem. Administrators =:ain knowledge about educzticnz” inno-
vations from .xternal sources (e.g. through Regional R and [ Labs com-
mercially-bas«d linking organizations, university personnel cur“ng :ction-
research programs, or from members of the community) and fros irmte =1
sources (e.g., staff specialists). This second stage of the auth~:-izy
decision process thus involves both the search for and “receiving® of new
ideas and the evaluation of possible system inputs. Specifically, formal
input evaluation facilitates activities at this second stage by providing
information for deciding:

. . . whether outside assistance should be sought for meeting goals
and objectives, what strategy should be empioyed, e.g., the adoption
of already developed solutions or the development of new ones, and
what design or procedural plan should be employed for implementing
the selected strategy (Stufflebeam, p. 129).

After "sufficient" information has been collected at the input-~
evaluation stage, decision unit members determine next which specific
changes, (if any) will be impiemented in the school. The third subpro-~
cess, initiation, involves the actual decision concerning the innovation
(Rogers and Shoemaker) and the systematic planning for the change (Hage
and Aiken). It is important to note that the first three stages of pro-
gram change in formal organization are not necessarily dominated by the
decision unit. Authority decision processes, though essentially initiated
and directed by superordinates, may be participative as subordinates are
involved in evaluation and initiation activities. Participation may com-
plicate the process and decrease the rate of change at these early stages,
but it may also result in increased subordinate acceptance and satisfac-
tion with innovation decisions.

To the extent to which authority decisions are non-participative,
the stage of communication becomes more clearly distinguishable in prac-
tical situations. Rogers and Shoemaker observe that: "When the decision
unit has chosen the innovation alternative it wishes to adopt, messages
must be transmitted in a downward flow from superiors to subordinates,
following the authority pattern of hierarchical positions, to the adoption
unit" (?. 309). Communication serves both (1) as a process 1link between
the evaluation and initiation stages and the action and implementation
stages in the authority decision process and (2) as a structural or net-
work link between the decision unit (superordinates) and the adopting unit
(subordinates) in the organization.
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" e adoption stage invol.- 5 tha adopting unit members' acceptance
of <he ianovation transmitted to :hem. It reflects the extent to which
technical core members accept and are satisfied with the proposed change
or innovation. Adoption is conceptually distinct from implementation,
the stace at which the program actually is put into practice. The impli-
cation i35 that subordinates are expected to utilize new programs which
they do not accept and/or are unable to implement other programs even < f
acceptarce has been obtained. The effectiveness of organizational change
is hypotnesized to be inversely related to the degree Hf innovation dis-
sonence, °.e., the discrepancy betweer subordinate attitudes towarc the
inncvatic: (adeption) and their overt behavior as prescribed by their
superord.:ates (implemeniztion ). [See Knowlton (1965) and Rogers and
Jain (1968) on the topics of innovation and dissonance.] Organizational
disequilibrium therefore is greatest at the implementation stage due to
the increased number of personnel now involved in the change and unanti-
cipated discontinuities between the new program and existing organiza-
tional pattern and procedures.

Problems in change implementation may be identified through exist-
ing communication channels or through the use of special evaluation pro-
grams. Stufflebeam proposes process evaluation as a way ". . . to detect
or predict, during the implementation stages, defects in the procedural
design or its implementation" (p. 129). The extent to which sophisticated
process evaluation is consciously employed in most educational systems is
probably Timited. However, the successful routinization or merging of a
new program with existing organization procedures depends on the adminis-
tration's ability to identify and solve problems associated with the
change. Program routinization also is contingent upon the degree of accep-
tance by technical core members and their decision to support rather than
ignore or sabotage the new program. Program routinization also implies
that new roles and procedures associated with the innovation must become
standardized and formalized. At this point, the routinized program can
be subjected to summative or product evaluation. The program is implicitly
evaluated within the context of other organizational objectives and pro-
cedures as context evaluation continues, reflecting the circular nature
of the authority innovation decision process,

As noted earlier, the above conceptualization of the authority
decision process is presented as an ideal model. In practice., the model
may not reflect the actual behavior of school administrators in bringing
about change. For example, it is doubtful that school administrators pre-
sently utilize rigorous evaluation programs such as those suggested by
Stufflebeam or Guba (1968). More generally, the authority dacision pro-
cess can deviate from the ideal model or "break down" at any of the hypo-
thesizad stages. We in fact propose that failure to innovate in educa-
tional organizations is partially the result of the schools' inability to
perform these subprocesses successfully.
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We suggest, however, ' -at breakcowns in the authority decisicn
p 1.2ss ars not the onl: struztural tarriers to change in educaticnal sys-
tei . Another closely relatec problem is that authority deciszion struc-
tur=s may b2 inherently incapctle of dezling with certain protiems or of
bri..3ing about certain types «f changz in educational organizations. Addi-
ticorally, the authority decis‘on procass and structure, in the absence of
ot=er supportive or complemenzary structures, may fail to unieash forces
fcr durable change which exis— within th2 organization. A few observa-
tions, well-known to organization theorists,support these contentions and
wi 1 be briefly reviewed below.

First, the authority cacision process places change edvocacy with-
in tne offices of hierarchical superordinates, chiefly the principal and
superintendent. These individuals may bs at a relative disacvantage in
initiating change due to the balancing nature of their roles. Spindler
notes that the major administrative function ". . . is in large part that
of maintaining a working equilibrium of at best antagonisticaiily coopera-
tive forces, This is one of the reasons why school administrators are
rarely outspoken protagonists of a consistent and rigorously profiled
point of view" (1963, p. 142). Considering this observation and the fact
that educational problems and innovations derive their relevance from
larger social systems (such as the state or nation rather than the local
community), Gallaher (1965) suggests that the sciiool administration role
is not by nature conducive to advocacy functions. Stiles and Robinson
add that local social majorities expect school personnel to maintain the
status quo rather than bring about change:

. educational professionals, by the nature of their employment,
are enslaved to the status quo; they are not free to -advocate change,
except, of course, to keep schools aligned with majority changes in
the society itself . . . (1973)

It also has been observed that educational administrators, as pub-
lic employees, direct reactive rather than proactive organizations; that
is, the schools for the most part respond selectively to changes in their
environment rather than initiate improvements on their own. Internally-
generated change is difficult because it necessitates modifying extremely
durable community values and attitudes. It is unlikely that educational
administrators, who are expected to assume balancing functions, are in the
“right position" to initiate a wide range of changes which counter the cul-
ture in which they are immersed.

Second, school administrators are poorly positioned within the
organization for identifying operational problems and suggesting relevant
innovations for meeting needs. Upward communication in hierarchically-
structured organizations is often poor for a variety of reasons. Subor-
dinates sometimes distort information, filter out items potentially objec-
tionable to superordinates, @r repress information which could affect them
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adversely (Zrickson and Pede: sen, 1967). With such inherent limitaticns
in upward communication, admnistrators are unable to gather relevant
information regarding particular types of problems. In some cases, they
may not know that certain problems exist; in other instances, they may
not have sufficient informatiion to soive the problem ~ffectively or sug-
gest a relevant innovative change.

Third, authority decision structures fail to tap the problem solv-
ing and change initiation capabilities ¢7 technical core members. This
oversight may be particularly dysfunctional in schools, where operatives
are said to represent a dedicated and knowledgeable group. It has been
suggested that properly functioning faculty meetings and temporary change
systems at the lower organizationai levels can serve as effective mecha-
nisms for change (Miles, 1965). Teachers are often in a better position
than administrators to identify and specify certain types of problems.
Their ability to generate and transmit relevant innovations and new alter-
natives for particular system needs may also be superior. Additionally,
as the number of organizational participants involved in probiem specifi-
cation and solution generation increases, so also does the probability of
attairing a sufficient "change mass" or needed impetus for change.

The final problem to be mentioned concerns teacher satisfaction
with and acceptance of authority decisions. Numerous studies have shown
that as participation in decision processes decreases, the acceptance of
those decision outcomes decreases. As acceptance decreases and innova-
tion dissonance increases, the probability that new programs will be
routinized successfully in the organization decreases. One means for cir-
cumventing these problems is to involve teachers through participation in
the authority decision process. An additional and possibly more efficient
means may be the development and utilization of a separate collective inno-
vation decision structure which operates in complementary fashion with the
on-going authority decision structure. We now turn our attention to this
consideration,

Collective Decision Structure

Collective innovation decisions are those made by members of a
social system or formal organization by consensus. Rogers and Shoemaker
(1971) have conceptualized a five-stage model which represents "sociolo-
gical" innovation decisions involving a groat number of participants. We
present an extended and modified version of their model to represent col-
lective innovation decision processes which are consistent with the struc-
ture of formal educational organizations. The modified model includes
seven subprocesses: collective evaluation, stimulation, internal diffu-~
sion, legitimation, adoption, implementation, and routinization. The
ideal model, illustrated in Figure 2.2, has been conceptualized as a theo-
retical guide for designing structural organization development interven-
tions, such as the SF-PS-CD strategy testing in this study.



The decision process begins with collective evaluation, the ide--
tification of perceived organizational object:ves, present organization:}
performance, and the specification of problem anc needs. Unlike contex:
svaluation, this function is initiated, directed, and carried out by
Jower organizational or technical core participants. Collective evalua-
tion in schools implies that faculty members are provided sufficient time
and proper mechanisms for the identification and analysis of organizational
goals and problems. In structural terms, collective evaluation necessi-
tates the formalization of informal and natural work groups specifically
for this purpose. Faculty members are given the opportunity to interact
in a structured situation to identify and diagnose problems, particularly
those that fail to be communicated upward or can be better solved at the
technical core level.

The second subprocess, stimulation, involves the developing of
suggestions and potential solutions to existing problems and/or stimulat-
ing interest in new ideas (Rogers and Shoemaker). Stimulation, in educa-
tional systems, reflects solution generation and innovation initiation by
faculty members as a group. As in the case of collective evaluation, stim-
ulation is nossible only to the extent that faculty members are given the
opportunity to meet as a group on a regularized basic. Innovative solu-
tion generation is facilitated when faculty members receive special train-
ing in such critical skills as group problem solving, communication, and
team leadership.

Internal diffusion reflects the communication of new ideas and
suggestions for change horizentally throughout the organization. This
stage also includes possible modification of ideas and proposed solu~
tions resulting from feedback from other organizational members. Pro~
blem identification and solution generation are carried out in natural
work groups, along departmental or grade level lines. Collective deci-
sion making, however, implies that a11 organizational members affected
by tbs decision are involved through the diffusion process at an early
stage. In the process, proposed changes are initiated and communicated
to members of other departments ( who are also members of problem solv-
ing groups). Receiving organizational members, as a result of professional
training and departmental identification may, to one degree or another, be
heterophilous to the transmitting group. Consequently, certain ideas
may have to be modified to better fit their needs and goals. Internal
diffusion has at least two functional consequences, First, as more
organizational members are involved in problem solving process, under-
standing and acceptance of generated solutions should increase. Second,
as organizational members increase their communication with other, pus~
sibly heterophilous, participants, the diffusion of new ideas should
increase. Internal diffusion, however, necessitates more efficient
horizontal communication channels than those present in most authority
decision structures.
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Legitimation involves the necessary sancticning of certain inno-
vations prior to impiementation by formal representatives of the organi-
zation who have the organizationally-related authority to review decisions.
Implicit in legitimation is that faculty members are able to determine
which types of changes and suggestions must be granted formal approval
at higher organizational levels. Effective legitimation requires meet-
ings between faculty representatives and administrators for the pre-
sevtation of technical core proposals. Legitimation reflects an upward
cormunication of information and new ideas and downward communication
from the administration regarding acceptaence, rejection, and suggested
modi fications of faculty proposals. We should stress, however, that
many collective innovations do not require legitimation at higher organi-
zational levels.

After legitimation, collective decision subprocesses are identi-
cal to the final stages of the authority process. Adoption of coilective
decisions is, however, potentially greater than authority decisions
because members of the adopting unit are alsc members of the decision
unit. Also, adopting unit members participate explicityl in planning
activities to a greater extent than they do in authority decision pro-
cesses. Implementation is facilitated to the extent that the faculty,
in addition to the administraticn, has anticipated potential disconti-
nuities between ongoing organizational procedures and the new program.
As in the case of authority decisions, routinization permits continuing
collective evaluation, reflecting the circular nature of the decision
process.

The collective decisicn process differs from the authority pro-
cess in a number of ways. First, evaluation and solution generation in
authority decisions are initiated and controlled at the top of the organ-
izational hierarchy. Though technical core members may participate in
these activities, they have 1°ttle discretion or control over these func-
tions. In the collective process, faculty members initiate and control
evaluation and stimulation partly independent of their administrative
superordinates. Second, authority decisions primarily involve downward
vertizai communication while the cvllective process employs both horizon-
tal and upward vertical communication. Third, in the authority process,
the adopting unit is different than the decision unit. Though certain
collective decisions must be sanctioned by superiors, the adopting unit
members also assume joint decision unit functions. Next-~though this is
not necessarily reflected in the models presented above--adoption probably
occurs at an earlier stage in collective than in authority processes. In
the former case, some minimal degree of acceptance of a new program must
occur before the idea is communicated to the administration. In the lat-
ter case, adoption cannot begin until the proposal is communicated down-
ward,

In this study we hypothesized that these differences, and others,
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would not prevent the sirmultaneous co-existence of both authority and col-
lective processes in school organizations. We assumed at the outset that
many organizations do in fact exhibit multiple decision structures and
processes. We also recognized that collective decision structures may
exist and operate in conmpetition with the authority structure and may be
associated with power conflicts, inefficiency, and low morale, viz., the
classical formal/informal organization conflict. However, we stress the
point that our collective decision model was consciously designed to com-
piement authority decision processes &nd to operate within tne boundaries
of the ongoing authority structure. [or example, it provides that faculty
recommendations for change are communicated to the principal and the cen-
tral office for formal sanctioning and appreval when appropriate (see
Chapter III).

In conclusion, our major objective in designing the SF-PS-CD inter-
vention was to install or reinforce existing complementary dual decision
structures in elementary schools. We saw survey feedback and problem
solving procedures as are opportunity to increase the viability of the
superimposed collective process. Survey feedback initiates collective
evaluation and problem solving facilitates stimulation. We expected that
the SF-PS-CD intervention would increase organizational effectiveness and
favorably change teacher work attitudes. Multiple decision structures
would provide for the organizational flexibility necessary for adaptation
to an uncertain environment. Duncan's (13972) research provided us with
major support for this generalization. His results show that effective
organizational subunits implement two relatively distinct structures in
responding to routine versus non-routine decisions; less effective sub-
units tend to implement the same general structure in responding to both
types of decision situations. Finally, the selective implementation of
different decision processes which vary in degree of faculty participa-
tion would have functional consequences for teacher satisfaction, enthu-
siasm for the school system, attitudes toward administrators, and accep-
tance of change (Bridges, 1964, 1967; Chase, 1952).




CHAPTER III

THE SF-PS-CD PROGRAM: ADMINISTRATIVE

AND SUBSTANTIVE ASPECTS

The purpose of this chapter is tc present in some detail the SF-
PS-CD strategy we tested i1 this study. As indicated in the previous
chapter, our approach is somewhat atypical, especially with its heavier
emphasis in group work on "facts" than on feelings, on tasks than on
social-emotional development. As such, it differs from other 0D approaches
in a number of ways.

To clarify some of these distinctions, we first censider the ini-
tiation of SF-PS-CD within the school setting. Included are discussions
of the organizational climate and structure for planned 0D. We present
some additioral thinking behind the process and outline program adminis-
trative arrangements.

Given this general overview, we then turn our attention to the
substantive aspects of the feedback, problem solving, and action stages
of the program. This latter section focuses on the operational aspects
of SF-PS-CD in terms of the superimposed complementary collective deci-
sion model. The intervention as described in this section constitutes
the major experimental treatment investigated in the study.

Initiation: Installing the SF-PS-CD Process and Developing
the Climate and Structure for Improvement

The SF-PS-CD program begins with the establishment of an organi-
zational climate and personal commitment for development. Climate setting
is based on the principle of involvement of individuals within the schools
in setting shared development goals and in defining a method of working
together at various organization jevels to achieve these goals. We
assumed that when the needs and ro0als of the individual coalesce with
those of the organization, a foindation for cooperative effort has been
established (Argyris, 1962).

Research has shown that people at various levels of an organiza-
tion can share a sense of progress if they are working together toward
common geals (Watson, 1967, pp. 22-23). In the SF-PS-CD program, the
sense of involvement and commitment to change emergcs as individuals from
different levels of the school system participate in planning and carrying
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out each step of the process. Through nlanning individuals cen begin to
develop a stake in chances and improvements by contrituting directly to
a program which they thermselves implement to foster more productive and
satisfying work relationships (Lawrence and Lorsch, 1969, pp. 19-21).

The effectiveness of any OD program depends on proper initiation
of change processes. The strategy we employed was undertaken with the
knowledge and consent of key staff merbers at all levels of the coopera-
ting school district (see Appendix A).

We began the program first by obtaining sanction and legitimation
of its activities from the district's top formal leacer (superintendent).
Personnel ati the district and school levels were then involved immediately
and on a votluntary basis in the initial planning stages (Bennis and Schien,
1965). This was accomplished through the formation and operations of
three program administrative agancies: Policy Committee, Review Committee,
and Program Groups. These groups were established to create the poten-
tial for complementary collective cdecision making in the schools. 1In
effect, acting in concert they superimposed a collective decision making
configuration over the existing authority structure of the school and
school system.

The general functions and composition of each group are outlined
in Table 3.1.
TABLE 3.1

ADMINISTRATIVE COMPONENT OF THE PROGRAM: COMPLEMENTARY
COLLECTIVE DECISION STRUCTURE

Group Functions Composition
Policy 1. To formulate specific progiam Superintendent
Committee policies and objectives.
Principal
(District 2. To monitor and review all phares
Level) of the program. Program Leader
3. To respand to questions, sugges- Consultants

tions, and recommendations of
Program Groups arising out of
SF-P5 sessions.

4, To sanction and suggest changes
and innovations emerging from
SF-PS sessions in the Program
Groups.
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Group

Functicns

Composition

Review
Committee

(School
level)

To plan and schedule survey
administiration, feedback &and
problem solving meetings.

To approve proposed changes
and irnovations arising out
of SF-PS sessions in Program
Group.

To explain why proposals for
change cannot be approved and
to suggest modifications of pro-
posals for further consideration.

To act as a clearinghouse for
upward communication frcm pro-
gram leaders to the Policy Com-
mi ttee.

To facilitate downward communi-
cation from the Policy Committee
to Program Groups on any proposed
changes in, or explanations for,
existing top level policies, pro-
grams, procedures, thimking, and
action.

Principeal
Program Leader
Program Secretary

Principal Designatee

Program Groups 1.

(Schoo1/

Departmental 2.

Level)

To interpret survey results
for their own group.

To identify the group's key
problems and needs in getting
the work done efficiently and
effectively.

To diagnose the basic reasons
and causes underlying work
problems.

To determine what action can

be taken at the school level

in solving problems and meeting
needs.

Program Leader
Secretary

Faculty of the
School
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TABLE 3.1--Continued

Group Functions Composition

To communicate to the ‘Review
and/or Policy Committee
(through the program leadev)
the group's thinking, sugges-
tions, and recommendations
regarding 2lternative pro-
posals for solving problems
and meeting needs.

o
.

6. To obtain from the Review
and/or Policy Committee
(through the program leader)
reasons and explanations for
existing top level policies,
programs, procedures, thinking,
and action.

A basic consideration in establishing these hierarchically-related
groups was the need for effective vertical communication. Survey results
are first perused by the Review Committee and afterwards delegated down
to the Program Group for analysis and action. Teachers in the group then
begin to identify problems and needs, generate possible solutions, and
make recommendations or proposals for action. This information is ref-
ferred back up the line to the Review Committee in written form.

The Review Committee responds directly to proposals for change
by granting formal approval or by explaining why the recommendations can-
not be accepted in their present form. Revised recommenda®icns may then
be developed in the Program Group, reconsidered by the Review Committee,
or, in some instances, sent further up the line to the Policy Committee
for top administration consideration and approval., Similarily, appro-
priate downward communication from these Committees either sanctions
recommended changes or provides reasons and explanations to the Pro-
gram Group for the failure to do so.

Figure 3.1 represents the formal SF-PS-CD communication and action
network.

In this OD process, the program leaders serve as key members on
all three administrative committees. As such, they serve as central per-
sons in maintaining both the lateral and vertical communication network.
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To enact this role effectively they are provided an intensive five-day
training experience on survey feed-back procedures, the problem solving
process, and problems and principles of effective communication [espe-
cially those related to hierarchical structure, school ecological impedi-
ments, coding discrepancies, and aversions to threat (see Erickscn and
Pedersen, 1967)].

In the ‘leadership training sessions, special emphasis is placed
on developing skills in obtaining the ideas and suggestions of all
teachers in the Program Group. The leaders are also instructed to
encourage the teachers to think in terms of group rather than indivi-
dual problems and solutions, use job titles and organization functions
rather than names in analyzing problems, and withhold evaluation of
ideas until a number of alternatives have been generated and discussed
(Maier and Hoffman, 1964). The objective.is to encourage discussion
and analysis within a clearly defined and relatively impersonal frame-
work in which the teachers have the capacity to make decisions and recom-
mendations and the authority to take action on identified problems and
needs (Becker and Baloff, 1969).

Evaluation: Creating Awareness, Understanding, and
Acceptance of Organization Problems and Needs

To further enhance the climate and commitment to development, the
SF-P5-CD process incorporates data and procedures designed to be suffi-
ciently fact-based and impersonal to enable group members to identify
their problems and needs and generate solutions with a minimum of per-
sonal threat and anxiety. Information is obtained on teacher opinions
and attitudes toward key aspects of their work environment. We utilized
a standardized questionnaire for collecting these data, whereas in pre-
vious SF-PS strategies work groups generally have developed some or all
of their own survey instruments.

The questionnaire used in this study measures teacher attitudes
toward fourteen key dimensions. These include:

A. General Administration

Administrative Practices

. Professional Work Load
Non-Professional Work Load
.- Materials and Equipment
Buildings and Facilities

D w N —

B. Educational Program

6. Educational Effectiveness
7. Evaluation of Students
8. Specialized Services ¢
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C. Interpersonal Relations

9. School-Community Relations
10. Principal Relations
11. Colleague Relations

D. Career Fulfillment

12. Voice in Educational Program
13. Performance and Development
14, Financial Incentives

15, Reactions to Survey

By means of conference techniques and graphic methods, program
leaders report-back survey results for their own Program Groups. The
objective is to sensitize the teachers to their own school problems
and needs in the areas of task accomplishment, internal integration,
and mutual adaptation of the school to its environment (Miles, et al.,
1969). Program leaders are trained in the use of School Survey Program:
Feedback and Problem Solving Guide in conducting the SF~PS sessions
(see Appendix B}, :

The use of a standardized questionnaire enables Program Groups to
compare their scores with those compiled from other similar groups. As
Miles and his colleagues have observed, during the feedback meetings
individual teachers begin to compare their own perceptions with those
of their peers as expressed through group scores of measured cpinions and
attitudes. Personal perceptions may then be either corroborated ("Yes,
that's the way it is") or disconfirmed ("This is certainly a surprise to
me"). The teachers are encouraged to comment and speculate on the data.
At this point the program leader attempts to uncover any differences in
the perceptions and attitudes of the teachers. The objective is to
arrive at a consensus regarding problems and needs of the school as per-
ceived by its faculty.

As probiems are identified and discussed and as member sensitiza-
tion to needs increases, the way is paved for constructive inquiry: Why
do we as a coileague group feel the way we do? What are the basic rea-
sons and causes underlying our problems? Why are certain attitudes in
this school less favorable than those in other comparable schools? What
could we do collectively to solve or alleviate our identified probiems
and meet our needs?
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Stimulation: Providing for Problem Analysis
and Solution Generation

After problems and needs have been identified, program leaders are
trained to guide the group toward more precise definitions and specifica-
tions. Problems are first broken down into component sub-problems. After-
wards each sub-problem is analyzed to identify causal forces and factors.

At all stages of the analysis, deliberate efforts are made by the
program leaders to forestall or minimize discussions of subjective elements
- of group interaction (the "here and now") such as those which are the point
of focus in traditional T-group or sensitivity training. No conscious inter-
ventions are made by the program leader to encourage social-emotional devel-
opment at the intrapersonal,interpersonal, or group levels. The teachers
are encouraged by the leader to be "objective" and "factual:" to approach
problems in terms of situations, not behaviors or personalities, in terms
of past difficulties to be overcome and future improvement goals to be
achieved.

Five specific "ground rules" were developed to guide the progress
of feedback meetings. These were:

1. Your suggestions: An attempt is made to have the total group
contribute to the discussion. Initially, stress is placed on
prob]em definition and specification; the generation of solu-
tions is deferred. Suggestions and opinions are solicited
regarding whether the survey results reveal prob]ems and, if so
specifically what they are.

2. Group feels . . .: Teachers are encouraged to say "Perhaps
the group feels thiis way because . . ." rather than "I feel so
because . . ." to lkeep the discussion on a less personal level.
This rule was desianed to help the teachers express their
thoughts as members of the group rather than as individuals.

3. Titles not names: As discussions are kept at the "objective”
and "factual™ leve?. the emphasis is on organizational roles
and relationships rather than on personal and interpersonal pro-
blems. To facilitate this goal, group members are encouraged to
use job titles or organizational functions to be performed rather
than names.

4. No leader evaluation: The program leader is encouraged not to
evaluate member contributions. The objective here is to have
all teachers contribute their ideas and opinions without the
feeling that their statements will be judged by the leader as
"good" or "bad".
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5. Minutes, out no names: The group secretary (either elected by
the teachers or appointed by the program leader) records the
ideas expressed during the msetings but does not mention any
names. Individual teachers or & subcommittee of the group are
invited to review the minutes later to determine whether they
accurately reflect the group's thinking.

The heavy-task orientation of the discussions, coupled with the
application of these basic rules, is designed to reduce member feelings
of threat and anxiety. To support open and free discussion the meetings
are not conducted by the formal school leader (the principal), supervisors,
or staff specialists nor are administrators present in the room when feed-
back and problem solving sessions are held. We anticipated that Program
Groups 1éd by an informal leader whom they appointed to the task would
{Sgg;t in more productive discussions in group problem solving (Bridges,

As members begin to specify the nature of school problems and
needs, implicit or explicit change gonals begin to emerge. At this stage,
the group is encouraged to generate possible solutions to problems and
to identify new alternatives and innovations. Group problem solving ses-
sions are conducted in the same manner as the feedback sessions with the
addition of a number of "ground rules" governing group activities. These
include:

1. Sub-problem identification: The objective is to identify and
delineate problems and to break these down into their key compo-
nents. The leader is responsible for moving the group from the
symptom to the problem to the subproblem definition.

2. Basic reasons and causes: In &n effort to identify underlying
organizational dynamiczs, each siubproblem is analyzed for its spe-
cific reasons and causes.

3. Multiple alternatives: The graus is enccuraged to identity a num-
fear o possibie solutions for exmh problem rather than arriving at
Just one or two remedies.

4. Decisions later: As ideas for “mprovement are generated, it is
understood that solutions will ~ot be evaluated immediately.
Final evaluation of alzernatives and selection of the "best" solu-
tion is postponed untii alternatives have been carefully examined.

5. Strictly financial remedies: The group is discouraged from gener-
ating only those solutions which simply require "more money."
Attention is directed also toward those proposals which involve a
more efficient use of existing resources. As part of the process,
the group is encouraged to engage in a “cost-benefit analysis" of
proposed remedies. : '
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6. Positive statements: The :teachers are asked to word problems and
offer suggestions ir the form of positive statements. For exam-
ple: "Communicaticn between the school board and the faculty can
be improved by . . ." is preferred to "The school board doesn't
let us know about. . . ."

7. Action to take: After alternative solutions are evaluated, the
group selects what it perceives to be the best course of action.
This includes steps to be taken at the school level within the
purview of faculty authority as well as those recommendations to
be communicated up the line to the Review Committee for approval.

8. Schedule: A timetable is kept of the action program initiated
for each problem analyzed. This includes starting dates, interim
progress reports, and completion dates.

9. Follow-up on resuits: Periodically, each problem area is reviewed
by the program leader or the group to determine ..1at has been done,
how well solutions have been implemented, and overall results.

- As these guidelines are followed for analyzing each subproblem,
the group decides on action to be taken and recommendations to be made
to the Review Committee for consideration and approval. Assignments ar:
specified for group members including who is to do what by when. In this
manner, the original survey findings are trans’ated into programs of
action and recommendations for improvement. Relevant problem solving
information is documented on the SF-PS forms spown in Figure 3.2. In
the process, all teachers can help shape actions and recommendations by
contributing their ideas awd joint efforts for organizational improve-
ment. The emphasis is on effectiwe vertical communication as well as
full faculty participation in coTlective decision making as well as
technical core change initiation. ‘
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Internal Diffusion and Legitimation: Providing for
- Communication and Sanctioning of Recommendations

In elementary schools with a single Prcgram Group, all faculty
members are made aware of the identified problem and proposed solutions
by this stage of the 0D process. The critical activity aftr problem-
solving is communicating recommendations to the administracion for appro-
val and action. This is accomplished by the program leader who. brings
the Program Group's proposals to the attention of the Review Committee.
At Review Committee meetings problem areas, probable reasorns and causes,
and recommended actions are presented and discussed. The abjective is
to provide the Review Committee with well thought-out and carefully pre-
pared proposals for solving identified school problems and needs. As
this step s accomplished, the Committee's confidence in tme SF-PS-CD
process sfit>. d increase and administrators should become more encouraged
to participate in further program activities.

Recommendations are either approved, modified, or rejected at the
Review Committee level. In some instances suggestions which have dis-
trict-wide implications are sent up to the Policy Committee for consider-
ation. In the case of rejection at the Review Committee avel, the prin-
cipal is encouraged to explain why the proposal is unaccemtable and how
it might be modiTiad to increase its feasibility. Progra:: leaders are
then responsible for communicating the reasons for reject on and proposed
modifications to their Program Groups. In some cases, th: recommendations
can be re-formulated on the basis of new information prov:ded by the
principals and others-in the school district and then resubmitted by
the Program Group in revised form.

Adoption-Implementation-Routinization: Providing
for Action and Reviewing Results

As various recommendations are approved by the Review Committee
and/or policy Committee, new programs and procedures are implemented by
the teachers in the schools. We expected that the execution of action
programs would be facilitated by the process of intragroup cooperation
and personal and group commitment. Implementation also is facilitated
during the problem solving sessions as individual teachers are assigned
and accept responsibility for carrying out specified action programs.
In some cases, the program leader may assume the task of implementing
certain changes; in other cases, the principal may offer to initiate
particular programs. As areas of responsibility are defined and delin-
eated, the potential for change increases.
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Action programs also are facilitated as organizational members
share in their development. As teachers participate in group problem
solving activities, their sa*":fac iw1 with and acceptance of proposed
solutions s/~ . d increase (ksgers anc Shoemaker, 1971). Increased aware-
ness of impanaing changes, coupled with a commitment to and influence
over the decision to make these chang2s, tends to increase teacher
willingnes: tc implement them. Group Jressures and mutual expectations
reinforce comaitment to new progriams ind procedures.

An inzzgral part of the SF-?S~-CD strategy is the follow-up on
group recomrersdations. The program leader, or a specially commissioned
subcommittee of the Program Group, takes the vesponsibility for periodi-
cally reviewing the progress made @an solving problems and meeting needs.
The program leader or subcommitt=e evaluates the extent to which recom-
mendations tave been implemented swccessfully and the degree to which
new programs. or procedures have &' eaviated problems and met needs. Fail-
ure to solve a particular probler ind”cates that the area must be singled
out for furiizr intensive anailysi:. ~ special task force may be appoin-
ted to deal «"th unresolved or resicual problems.

Fa~ "are to deal effectively with problems is an indication that
a SF-PS-CD piccess may not be working effectively. In this case the
leader and Prugram Group evaluate the sntire process in an attempt to
specify weaknesses at various stacas. Some potential causes for failure
might include (1) breakdowns in the vertical communication network,
(2? failure to conduct problem salving meetings according to established
guidelines, and (3) poor problam or subproblem identification and delinea-
tion.

We expected that as teacm=rs participate in the problem solving
process and recommendations are -imnlemented, a generally high level of
satisfactinrn with the program would be generated. Teachers would have
internalized many of the problem solving guidelines and the vertical com-
munication linkage would become an ongoing part of the organization's
structure. As such, the SF-PS~(D program itself was designed to consti-
tute a self-renewing process which contributes to improved organizational
problem solving and brings about greater faculty participation in deci-
sion making.



CHAPTER 1V

SURVEY FEEDBACK-PROBLEM SOLV: ™~7 LLECTIVE
BECISION THEORY

The survey feedback-problem solving-zc! «*" .c decision interven-
tion (SF-PS-CD) was forTu1ated on the basis of =. 1. -2 body of theoretical
and empirical research.' The major purpose ¢f == _napter is to present
the overall rationale and specific theoretical »mu . . wndergirding our organ-
ization development strategy. We hypothesize s “ic factors to account

for the effects of the SF-PS-CD intervention anz - e Titerature supportive
of proposed relationships. Our model considerz f¢ effects of program
inputs in terms of seven collective decision m&i.. 5 subprocesses: collec-
tive evaluation, stimulation, internal diffusan  ~gitimation, adoption,
implementation, and routinization. To reflect mure zdequately the conse-

== is broken down into

quences of survey feedback, the evaluation sulnr=
four additional stages: data collection, datz “zesbz<-k, data discussion,
and structured evluation. Program effects are 73’ v==d at the organiza-
tional, natural work group, and individual lev=: - analysis.

The theoretical model involves a comple: 7mezuwwork of causal relations
which intervene between the SF-PS-CD interventi:z- "= independent variable)
and dependent variables. We adopted an abbreviz iz -=rsion of this macro-
model to generate the hypotheses for our field exgx=—ment. Numerous inter-
vening relationships, though not subjected to em’ .zal testing in this
study, set the stage for a number of prediction:. ..ni=th suggest further
research in educational organizations. For our 3r<:==nt purposes, the inciu-
sion of these .intervening variables should provide ~he reader with greater
insight into not only SF-PS-CD theory but also ti= iperational aspects of
the program.

The model presented in Figure 4.1 builds on the work of Miles, Horn-
stein, Callahan, Calder, and Schiavo (1969, see "Factors Hypothesized to
Account for the Effects of Survey Feedback in Organizations," p. 460). To
the extent that some of our SF-PS inputs are simila~ to those used in the
Miles, et al. action-research program, certain of —ur factors at the evalu-
tion and stimulation stages are based on their cencestualization. The

~ISections of this Chapter were adapted from Ropert A. Cooke,
;gggp1ementary Collective Decision Structures for Educational Systems,"
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Figure 4.1
The Survey Feedback—Problem Solving ~Cof
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present model differs from the Miles et al., schemata in that it (1) repre-
sents program consequences at three levels of analysis and (2) places
greater emphasis on organizational change subprocesses which follow stimu-
lation (problem solving and solution generation). The extended model also
delineates certain characteristics of the change-supporting collective deci-
sion making structures not explicated in the Miles et al. model,

Theoretical Basis for the Model

The SF-PS-CD strategy is initiated by the external Cchange agents in
collaboration with both the formal and informal leaders of the client organ-
ization. Point of entry is at the top of the organizational hierarchy, but
elected natural group leaders at the technical core level are quickly brought
into the program's early planning stages. A1l levels of the school district
organization participate in the preliminaries to develop an understanding,
sanction, and support of subsequent program activities. As such, the change
program is legitimated without imposition on subordinates, thus insuring
their desired voluntary commitment (Bennis and Schein, 1965).

The target group and unit of analysis for data feedback and discus-
sion is the faculty or natural work group of the school. Feedback at the
group, rather than the individual, Tevel is instrumental because of the:

(1) greater potential for wider experienced-based contributions to problem
solving; (2) pooling and exchange of information among faculty members

which facilitates solution generation; (3) general recognition by all group
members of shared problems; (4) crystallization of faculty expectations
regarding the behavior of superordinates; and (5) recipr.cal pressures aris-
ing out mutual member expectations to implement decisions agreed upon by

the group (Mann and Likert, 1955). Membership in the Program Group is based
on the findings and recommendations of Bridges (1967). Data collection,
survey feedback, and problem solving are carried out in natural work groups
rather than in family groups. As will be noted below, hierarchically dif-
ferentiated family groups (consisting of a supervisor and his subordinates
whose activities are related in some meaningful manner) may create barriers
for subordinates in open communication and creative problem solving. The
natural work group approach we employed is partly consistent with Alderfer
and Holbreok's (1972§ peer group-intergroup design for survey feedback.

Both the natural work grcup strategy and the peer group-intergroup model
provide for group discussion in the absence of formal organizational author-
ity figures.
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Evaluation: Data Collection

The intervention begins with the formation of the Policy Committee,
Review Committee, and Program Group (see Chapter III). Collective decision
processes are initiated at the natural work group level with the administra-
tion of the work attitudes survey instrument. An 120-item inventory 1is cir-
culated among the faculty by an informal group leader, a teacher previously
elected to this role by his peers at each school. At the data collection
stage, the emphasis is on confidentiality--no attempt is made to identify
individual respondents. We expected that the preservation of anonymity
would minimize any perceived threat and maximize the veridicality of faculty
response. The questionnaires are scored by the external change agents and
the results profiled and returned to the program leaders. Although previous
survey feedback programs have involved the clients in survey instrument con-
struction, a standardized scale was used in this study. The use of a stan-~
dardized questionnaire, although possibly decreasing perceived initial par-
ticipation on the part of clients, has other functional consequences, par-
ticularly when a number of similar work groups or organizations are being
studied simultanecusly (Coughlan, 1966). The School Survey, which focuses
on teacher attitudes and opinions toward various aspeCts of their work envi-
ronment, was administered in seventeen elementary and junior high schools
randomly assigned to the full SF-PS-CD treatment, survey feedback only, or
control conditions. SF-PS-CD and SF only schools were provided with data
for their own groups as well as the mean scores for all the schools surveyed,
thus providing opportunities for inter-organizational comparisons. The pro-
gram leader's presentation of cross-organizational scores increases the fac-
ulty's capacity to recognize problem areas through comparative analysis and
focus on the most relevant issues. Additionally, survey data also facilitate
the external agents' evaluation of the change strategy. Administration of
the same instrument at the post-experimental phase reveals the direction and
magnitude of any attitude changes in the treatment versus control schools.

Evaluation: Data Feedback

The teachers in the experimental schools vote as to whether they want
the survey data feedback on a group basis. If they elect to continue the pro-
cess, the faculty members initiate their own feedback session with Review
Committee sanctioning. Group Leaders are trained in feedback procedures, and
data are presented to their respective Program Groups in a meaningful manner
through the use of graphs and charts. As the program leaders' competency and
tamiliarity with the data increase, group satisfaction with and perceived
utilization of the data should increase (Klein et al.). Data feedback pre-
sented orally during group meetings, in contrast to data feedback by written
reports, also results in higher satisfaction with and perceived utilization
of the information (Klein et al., p. 124). We expected that acceptance of
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and satisfaction with the data would be greater when presented by the infor-
mal group leader than when presented by hierarchical superordinates, inter-
nal staff specialists, or the external change agents. Source credibility
should increase to the extent to which informal leaders are more homophilous
to their own groups than are "outsiders" (see Giffin's review, 1967).
Finally, natural work groups receive feedback concerning their own school's
scores in relation to overall scores for similar schools. Group members

are more 1ikely to be satisfied with and be able to utilize data for their
individual schools rather than data for higher level or more inclusive

groups (such as the entire school district?.

: Ve reasoned that method of data collection, the ranner in which feed-
back is presented to the natural SF-PS groups, and the opportunity for cross-
organizational analysis should result in teacher satisfaction with and accep-
tance of the data. As data is fed-back and teachers compare their own atti-
tudes to the group means, their feelings will either be corroborated or dis-
confirmed (Miles et al., 1969). “As the “eachers compare _heir group's
scores to the mean scores of similar schools, any discrepancies will become
more apparent. The saliency of relatively favorable and unfavorable atti-
tudes should stimulate "why" questions, lead to constructive inquiry, and
specify important issues for group discussion and arialysis,

Standardized surveys and cross-organizational analysis also play
an important role in the decision sorting process. In organizations employ-
ing multipie decision structures, decision sorting mechanisms and procedures
are needed to ensure that various problems are "assigned" to the proper indi-
viduals or groups for ressclution. The appropriateness of the collective
decision structure for particular decisions is a function of at least three
factors: iclevance, expertise, and authority. Faculty participation in col-
lective decision making is optimal when those decisions the faculty is asked
to make are perceived to be relevant by the faculty and when they possess
the expertise und authority to make the decisions (see Bridges, 1967;
Barnard, 1938; and Blake and Mouton, 1964).

The School_Survey focuses on important dimensions of the teachers'’
work environment. If the feedback data indicate that the faculty's atti-
tudes toward particular aspects of their environment are highly unfavorable,
those factors are potentially the most relevant issues for ccilective pro-
blem solving. Preliminary data discussion allows the SF-PS-CD group to
further gauge the importance and relevance of problem areas. In this man-
Ner, problems and decisions which are outside the teachers' "zone of indif-
ference" are "selected" for collective decision making. As teachers con-
centrate on problems of consequence to them, their interest and concern
should be high and faculty participation should be effect]ve. Similarly,
as the SF-PS-CD members direct attention to problems which they are compe-
tent to deal with, effectiveness shouid increase (Bridges, 1967; Tannenbaum
and Massarik, 1950). Finally, the group must consider their authority and
responsibility in terms of the alternate decision structures and the authur-
ity of superordinates. The functions nf the Review Committee include the
delineation and clarification of the Program Group's authority.
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Evaluation: Data Discussion and
Structured Evaluation

Group problem solving activities begin with an objective discussion
of the comparative data. These discussion meetings are conducted by the
elected informal program leader rather than by the principal or external
agents. We hypothesized that group members would be less inhibited and
constrained in the absence of the formal leader. Hierarchical differentia-
tion in groups interferes with problem solving at both the problem speci-
fication and solution generation stages. A study by Bridges and Doyle indi-
catea that hierarchically-differentiated groups (those composed of three
teachers and their principal) exhibited less risk-taking and were less effi-
cient and less productive than hierarchically-undifferentiated groups (those
composed of four teachers) in solving the same problems (Bridges, 1967).
Katz and Kahn generalize that: ’

The peer group, especially without the presence of authority figures,
can develop a warm, permissive atmosphere in which spontaneity is
encouraged. People can not only contribute constructive suggestions
but can express specific grievances or ventilate their feelings about
things in general. (1966, p. 401)

They note, however, that "gripe sessions" can bring about dysfunctional con-
sequences. The collective evaluation procedures we employed were structured
to avoid negative organizational outcomes and produce constructive sugges-
tions for positive change.

The training and orientation of the group leader is instrumental in
bringing about positive problem solvinn activities. As described in the
intervention section, the group lead training de-emphasized social devel-
opment issues and focuses on objective and task-oriented problem sclving
techniques. In an early study, Maier (1950) found that groups with ieaders
trained in task-oriented discussion techniques generated more inventive solu-
tions than groups with untrained leaders. As natural work group members
interact during task-oriented sessions, the discussion focuses on group pro-
blems and, simultaneously, organizational role relations tend to improve
(Mann, 1957).

At the data discussion stage, a number of factors operate tu increase
group member propensity to contribute to the discussion. First, the relatively
objective and task-oriented nature of the SF-PS meetings tends to increase
participation by reducing member anxiety. Satisfaction with and acceptance
of the data also should result in higher participation. As the group focuses
cn relevant problems, interest and concern should increase, providing addi-
tional motivation for members to participate. Assuming that the Program
Group meets with some success in solving problems and bringing about change,
members will be more motivated to continue contributing to group activities.
The quality of members' contributions increases as they become cognitively
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awure of the social psychological variables which effect discussions and
problem solving (Miles et al., p. 461). As group efforts become increas-
ingly interesting and productive, members should develop and practice pro-
blem solving norms such _as collaboration, objectivity, and task-orientation.

A major objective at the data discussion stage is the determination
of group consensus regarding organizational goals and perceived problems.
As the aiscussions progress, there should be an 1ncreased interest in the
reasoning behind conflicting attitudes and increased pressure for the clari-
fication of own and others' positions (Miles et al., p. 462). These pres-
sures are reinforced by developing problem soTving norms and increased con-
fidence in the problem solving process. Group problem solving therefore is
enhanced directly through the pocling of independent judgments and indirectly
through "modifications produced by social influence" such as the pressure to
cl- rify one's own ideas (Kelley and Thibaut, 1954).

Kelly and Thibaut note that there are pressures on individual group
members to conform to majority opinions. Miles suggests that these conform-
ity pressures have both functional and iysfunctional consequences in SF-PS
processes:

Uniformity is useful in some respects {c.g., when it encourages a com-
mon view of the immediate goals in front of the group, and so on). How-
ever, it can also tend to impoverish solution generation and eliminate
creative conflict. (p. 462)

Group conformity pressures are possibly less powerful than certain social
scientists have suggested. In the frequently cited Asch study (1956), 65 per
cent of the subjects refused to yield to group pressures in spite of unani-
mous opposition; and 95 per cent refused to yield when one othe* person
broke the unanimous block. Havelock notes that while this study indicates
that some people do conform, the subjects in the Asch experiment ". . . seem
tc express a greater resilience and rationality than many reviewers have
usually recognized (1969, p. 5-7). Furthermore, conformity in the SF-PS-CD
Group might possibly be minimized as the team concentrates on problems which
are relevant to them and which they feel competent to discuss.

Avoidance of conformity at the evaluation stage is important because
the existence of varying perspectives and directions in the identification
of problems among members offers the potential for creative problem solving.

Different perspectivcs, when set in effective opposition to each other,

can delay the premature acceptance of an obvious solution and contribute

to turning a choice situation into a problem. A group may then be forced
to search for alternative solutions which might better satisfy the require-
ments of the problem. . . . The joint resolution of such conflict by all
members of the group leads to solutions of high quality which are well
accepted by group members (Hoffman, Harburg, and Maier, 1952, p. 213).
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Initial disagreement potentially can result in hard feelings among members
rather than innovative sclution generation or stimulation. It has been
shown, however, that the program leader's perception of disagreement as a
source 0ot ideas or as a source of problems is critical in fostering innova-
tive solutions and avoiding hard feelings (Maier and Hoffman, 1965). Our
program leaders were trained, therefore, in the need for cbtaining and
respecting the ideas and attitudes of all group members regardless of their
own Oor mejority member nositions.

Another cbjective at the collective evaluation stage is the precise
specification of problems identified by the group. At this stage of the pro-
cess group attitudes and prcblems perceived by the majority of members are
documented and strong minority positions, if any, are noted. The formalized
statement of perceived problems and the concomitant disequilibrium between
perceived organizational objectives and the current situation lead to the
development of implicit or explicit change goals. These change goals become
more precise as problems are broken down into subproblems and suggestions
for action are generated.

Our group leade-s were trained to specify problems at the role,
inter-role, and orgariizational lavels. Each problem is then broken down into
sub-problems; the basic reasons and causes associated with each problem are
then analyzed. We stressed precise problem specification because, in many
instances, the most critical aspect of problem solving and decision making
activities seems to be the recognition and identification of the problem or
need for a decision (Rubenstein and Haberstroh, 1966, p. 588). Precise sub-
problem identification has been shown to lead to higher quality decisions in
laboratory experiments (Maier and Maier, 1957). Precision in problem and
sub-problem definition should increase group member understanding of organi-
zational problems and fucilitate solution generation and the eventual ciioice
between sugge: .ed alternatives. o

At the organizational level of analysis, the SF-PS-CD intervention
should effect an increase in the formalization of the informal wo.. group.
Though faculties are often "organized” to receive downward communication in
schools, they are less often sufficiently structured to facilitate intra-
group interaction and upward communication. In alleviating this deficiency,
our strategy was designed to nove the faculty work group from relatively low
to higher "orders of purpose". Mills (1967) has developed a paradigm of
group formation based upon five cumulative orders of purpose through which
groups progress in social-emotional and task development. These orders are
concernad with: (1) The immediate gratification of personal and social needs
of members through interacticn; (2? the sustaining of contact and conditions
permitting member gratification; (3) the pursuit of a collective qoal;

(4) self-determination for the group; and (5) growth in group capabilities
and influence. 1 The present strategy was formulated to achieve this movement

‘For a more detailed description of this paradigm, the reader is
referred to The Sociology of Small Groups by T. Mills. The Mills' paradigm
has also been empioyed in educational change strategies by Coughlan and Zalt-
man (1972) in "Implementing the Change Team Concept."
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by: (1) increasing interaction among faculty members; (2) providing for
continued faculty interaction through the SF-PS meetings in conjunction with
the coliective decision structure; %3) allowing the group to develop collec-
tive change goals by defining organizati.nal problems; (4) providing the
potential for technical core initiated innovation; and (5) ensuring greater
information input, developing new communication channels, and defining the
boundaries of the group's authority.

In connection with progression to higher orders of purpose, the
problem solving and decision making procedures of the faculty - -oup should
begin to reflect a higher degree of standardization. Collective faculty
preblem solving becomes more programmed as the group leader uses his train-
ing to conduct meetings according to the SF-PS guidelines. It has been noted
frequently in the organization behavior iiterature that programmed activity
and standardization ofter act to suppress innovation and restrain the organi-
zation from adapting to a dynamic environment (e.q., March and Simon, p. 185;
Burns and Stalker, 1960). Though it may be true that educational organiza-
ticns generically are already overly-standardized or overly-bureaucratized
in some respects, there nevertheless may be a need for increased standardi-
zation of certain of their activities. The reasons for this stance are dis-
cussed below.

First, procedures for faculty problem solving and change initiation
on a team basis are so inadequately specified in most schools that they are
practically non-existent. The SF-PS-CD strategy prescribes a series of pro-
grammed activities for the faculty which are sufficiently flexible to be
adapted to non-rnputine prebiems. The intervention procedures also permit
modificatiun oY the SF-PS process as may be necessitated by the exigencies
of a particular school's environment. Second, by standardizing collective
problem solving activities, an alternative decision mechanism is added to
the school's repetoire of "routine" performance programs. This implies that,
at a higher level, the organization may now become more flexible and adaptive.
Flexibility increases as organizational members increase their ability to
implement different decision mechanisms for different types of problems.
Third, we cannot assume as a matter of course that standardization in school
procedures aliways caus rigidity, defensiveness, and traditionalism. Contrari-
wise, we hypothesize that certain relatively routine procedures are inherent
to the "standardization of innovation." The collective innovation decision
siructure we employ in our intervention provides an example of just such a
stable organizational sub-structure designed specifically to be change sup-
porting.
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Stimulation

£s indicated above, we hypothesized that the SF-PS proceduras v o~
vide for the generation of solutions_to problems and the identification o
new alternatives and innovations by natural work group members. Solufrun
generation is augmented as a result of such factors as the objective nafi.<
of the discussion, the task-crientation of the informal leader, the vary-:ug
perspectives of the members, and the specification of sub-problems. Maicy’c
(1970) studies of creativity and problem solving support our prediction trut
these factors and other SF-PS-CD inputs will enhance creative group probiem
solving.

Creative problem solving commonly involves the stimulation and accsp-
tance of new ideas which have not been considered or used before. Our stra-
tegy, which focuses on coliective innovation decision making, should intens-
ify new solution generation in a number of ways not yet expiicitly mentionec.
Stevin (1972) has conceptualized a mathematical model representing the condi-
tions under which individuals in organizetions innovate. The model focuse-
on four independent variables: current success level, target success level,
costs of trying new things, and rewards for successful performance. "Ther=2
variables are related to each other to yield an iinovation boundary . . . un
one side of the boundary individuals will choose to try new things, while on
the other side they will not innovate." (p. 514) According to this framework,
educational administrators or external change agents potentially can increase
the innovativeness of organizational members by modifying any or all of these
variables. While Slevin's experiment focused on the implementation of inno-
vations, we hypothesize that these four variables also are causally related
to the stimulation of new alternatives. To the extent to which this closely
related hypothesis is correct, the SF-PS-CD strategy creates favorable changes
in members' innovation-generation boundary.

More explicitly, tre problem solving group should become increasingly
aware of relatively poor school pertormances along certain organizational
dimensions by means ¢f the cross-organizational feedback data. Slevin notes
that individuals process information on how well they and others are doing
"to arrive at predictable estimates of how well they anticipate they will do
trying something new." (p. 528) As the "superior performance" of similar
schools becomes apparent, it seems that Program Group members should become
motivated to generate and suggest innovative solutions for the attainment of
bigher success levels.
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Second the intervention aiters the innovation-generation boundary
by reducing the costs of sucgesiing and trying new idees. The cost of inno-
vating is related to psychological and sociclogical factors as well as physi-
cal or material variables. Costs should be reduced by this intervention in
part because the collective cecision structure renders horizontal communica-
tion more efficient, reduces threat and anxiety, and provides faculty members
with the time needed to generate new solutions. Fs the organization climate
and structure becomes innovation-oriented, faculty members should bte able to
innovate with less effort:

To establish a healthy climate for change we need first to devalop ways
fcr individual teachers to share new ideas with other staff merbers and
to gain support for worthy innovations. The growing body of research
findings about change processes in the schools makes clear .. . . that

the development of an open and supportive climate of personal and profes-
sional relationships among the members - the school faculty carried a
nigh priority. (Chesler and Tox, 1367  p. 26)

The SF-PS approach therefore was designed to create & objective, nro-“hrea-
tering, and prFasci~ i 1ly-open limace M wns:h the generation and transmis-
sion of innovative solutions is positively s#actioned (McGregor, 1967).

Problem solving groups are encouraged to generate a number of solu-
tions for each identified problem. The group program then begins anticipa-
ting the functional and dysfunctional consequences of each solution. The
leaders are cautioned to avoid premature selection among the alternatives.
After the group selects the "best" solution, their suggestions for change
are communicated throughout the organization. Many favored solutions require
legitimation; therefore, selected alternatives are sometimes tentative and
modified before implementation. In some cases, the Program. Group might decide
not to choose among alternatives or possibly even refrain from solution genera-
tion. Collective decision effectiveness and efficiency increases as the team
avoics dealing with problems they are not competent to solve.

Az the organizational Tevel of our model, stimulation implies know-
Jedge linkage, innovation initiation, and solution generation at the techni-
cal core level. Some professionaliy-oriented teachers keep up with new devel-
opments in their tield by reading relevant journals or taking "refresher"
courses. To the extent that they become aware of innovations, new jdeas enter
the organization at the technical core level and flow ypward. In investiga-
ting the diffusion of certain educational innovations in Thailand, Rogers and
others (1968) found a considerable upward flow of new ideas from teachers to
principals and other superordinates. Assuming the existence of such knowledge
linkages in U.S. schools; the SF-PS~CD strategy facilitates the flow of ideas
within the individual school or school system. This upward flow of knowledge
about innovations might possibly increase as specialization in educational
organizations increases. School administrators most likely gain more exter-
nally generated knowledge relevant to their own jobs (e.a., school firance,
purchasing, etc.) than they do about innovations related to teaching. On
the other hand, faculty members are more likely to learn about innovations




within <heir own teaching scecialties {e.q., Zngiish, 2hysicel, mathematics,
or special ecducaticn). As the upwerd flcw of inrovetions is stendardized in
schools, faculiy merbers can reinforce the cnance efforis of curriculum soe-
cialists and cther change agents in the scheool and district.

Trne intervention provides for change initiation anc¢ advccacy at the
technical core level as the collective decision structure becomes operative.
Change initiation is Tacilitated by collective activities because teachers
often are located in the most advantzgeous organizetional locations for:

(1) detarming that certain changes are needed; (2] <efining what types of
innovations are most relevant to feculty needs; and {3) advocating particu-
lar types of changes. Sclutiorn gereration by the Program Group similarly is
1mportant. aculty merbers are often more competent thar atTers 0 jonerate
sclutions Zo problems which 2€Tect thewm. Co7 _ctive St .1...0on 1% ‘i zicu-
larly imoortans fr prodicts wiicn cannot pe effectivel ” - ~unicate: ¢
administrators.

Stimulation or solution generation by the Program Group aitso has
certain important effects on t~2 individual teachers. Stimulation necessi-
tates increased faculty understanding of school problems and increases the
teacher's awareness of proposed changes and innovations. These factors act
to increase the members' perceived participation in decision making. As the
suggestions of the Program Groups are accepted and implemented, implying actual
participation, perceived participation will be reinforced. (Additionally, we
expected that overall faculty participation in decision making would also
increase as the principal utilizes the SF-PS-CD mechanism to assist in author-
ity type decisions.)

An initial consequence of perceived participation in decision mak-
ing is a re-definition of self-perception concerning each group member's atti-
tudes toward the <>lution of oraanizational problems. We hypothesized that
as an individual "observes" himself participating in productive problem solv-~
ing activities, his attitude toward participating in those activities will
change favorably. This proposition is consistent with Bem's self-perception
hypothesis: "In identifying his own internal states, an individual partially
relies on the same external cues that others use when they infer nis internal
states" (Bem, 1970, p. 50; Rem, 1967). Even individuais wnho previously have
not been concerned with school problems should become less apathetic and begin
to prefer a higher level of participation. Simultansousiy, the participation
aspiration level of concerned teachers should increase io an optimal Tevel.
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Internal Uiffusion

Innovation in orgenizaticns is frequently restricted due to poor
communicaticn among ‘ndivicuals and/cr betweer depariments or Specialized
subunits. Insufficient gommunicatior acts to retard organ1zat1ona1 change

in two way.  First, proprsals ‘om chiange ofter create con¥iicss in organi-
zations as & 'result of the incensistent and soret s cont- ajwctcr 61—
spectives of organizetional r- HQPVS in Tany éces. “he it erfectiva
means Far orescdwdoe ottt e et L 0 witn @ focus on problem
ing  avvene: o8, Lo ). dnis mzenanism for conflict resolu-
t7or nonoen v tnen a minimal 1eve1 of interaction and communication

among dissimilar organizational merbers. Second, poor conmunication acts

to retard innovaticn by limiting a person's awareness and understanding of

new ideas. To circumvent these dysfunctions, tne SF-PS-CD intervention dincor-
porates internal 4iffusion mechanisms which provide for the communication of
identified problems, proposed solutions, and relevant inncvations tc all organ-
1zational members who might be affectes by the chunge decision. In small ele-
mentary schools, whare the entire facuity acts as a single Program Group, the
need for additional horizontal communication is minimal. Internal diffusion
mechanisms become necessar,, however, as the size and complexity of the organ-
jzation increases. For purposes of illustration, a large multi-department
secondary school (with Program Groups structured along departmental or nat-
ural work group lines) will be considered in this subsecticn.

As Program Groyos darve esteolished on the basis of departmental or
swounit boundaries, the collective decision structure becomes increasingly
compiex :-ee Hage and Aiken (1970) on complexity). Organizational complexity
often implies some degree of inconsistency among intergroup attitudes and
orientations. Complexity may prcduce innovation decision conflict because
the information raceived by an individual in one subunit is often different
than that received by members of other subunits. The information transmitted
to an individual in a specialized department is fiitered and structured accord-
ing to the organizational locatior ind professional orientation of the recei-
ver. "Thus perceptions of the environment are biascd even before t.iay experi-
ence the filtering action or frame of reference of the perceiver" (March and
Simon, p. 153). In defining the consequences of innovation solutions,

" . . . there is selective attention to particular consequences, and selec-

tive inattention to others" {ibid, pp. 153-4). Accordinc]y, 17 a number of

teachers in different departments (or statf specialists) have seleciad their
own most satisfactory solutions to problems which pervade the entire organi-
zation, it is 1ikely that the selected alternatives will be mutually accept-
able. Horizontal communication channels therefore are built into the inter-
vention for the reconciliation of intergroup proposals in complex organ1za—

tions.
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The orecentetion of group recomme~cat? ne to the Review Committee
ie ~yreceded by z —eeting of the Program te:u™ These representatives
excharge informat’ on ragarding any solutits” z..- - ated to alleviate prcbiems
ahi ch affect more thin a single department. —-rot-am Leaders then provide
4fi2ir “wn group membews witn feedbac congzirai “re attitudes, perceived
protems, and icens 40 ctper Progrér Sroums “wi Jeaders then meet again to
fios % proposec scistions to better £it the neecs of the entire organization
anc -0 increase the acceptance of the propesal throughout the organization.
Program leader meetings provide for confrortation between heterophilous

individuals wno are adequately trained i~ problem solving skills. Their
q Y g

objective is to generate a superior solufiv- - er than "sroothing over"
diferences or F v 3ra" deci fons Ccee lor . and Lorsch, p. 76).

If ¢ .riviza” proposel wo 1d irmer o with the activities of
aerae organizesiome] suz-units or result in . -departmental coordination

cr other probless, the solution is modified to erfect an increase in its
quality. However, solution quality is decreased if modification results from
power struggles between departmental member; &r over-commitment to sub-unit
goals. Program leaders are #ncouraged 20 divcuss any underliying causes of
conflict and *o _so cifferer iz ed derepéntives for conceptualizing more
sortisiicates sotutions,  In any event, W ties- leaders nmust modify the

1y .tom whicn nas as its aim the greatest potemtial effectiveness in pro-
pYam resolution.

"Solution effectiveness® is a product of at least three factors:
(1) the quality of the solution in terms of meeting system needs; (2) the
accepiance of the solution in terms of group members' propensity to imple-
ment andutilize the soluticn; and (3) the minimum level of commitment and
cooperation necessary for the implementation of the change. For example,
high quality solution A is potentially mors effective than low quality
solution B, even if members accept B slightly more than A. However, as the
necessity for commitment to solution A bacuies significantly greater than
that for B, solution A's relative effectiveness decreases. The program
leaders' objective is to maximize the quality of inter-group solutions by
making incremental changes in quality which are less than the associated
increase in acceptance. In certain cases, snlutizn acceptance can be
increased without sacrificing solution qualizty.

As new ideas are communicated for purposes of modification, struc-
tured internal diffusion also effects an increase in faculty awareness of
proposed changes and innovations. Efficiznt interral diffusion implies tnat
new jdeas are quickly communicated throughout .he organization and that all
individuals who may be affected by the propesed change become aware of it.
Lin's report (1968) on intra-institutional diffusion emphasizes the relation-
ship between communication patterns, the variabiiity in awareness dates regard-
ing specific innovations, and the extent of acceptance of the innovation.

A structured study of diffusion in three high schools revealed that the organ-
jzation with the highest degree of innovation internalization and least vari-
ability in "first awareness" among the teachers had a superior communication
structure in that (1) no teachers were disconnected from the communication
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retmork, (2) no smeli clicues of teachers arose outside the main network,
anc {3} the fac t1d not be subdivided inte cligues even if ¢ne or

two crucially ? ec teachers wers removed (Lin, p. 130). While the col-
lective decis“on structure does not necessarily improve informal communica-
tion networks, ithe formal communication rechanisms are designed to ensure
that all orgarizational members become aware ot new solutions and suggested

ideas within & rezsonzble amount of time.

ce

The functioral consequences of the SF~PS-CD meetings and program
logder sessions on faculty awaremess of innovations can also be analyzed in
tarus of increased cormunication between hetercphilous individuals. The
efficient internai diffusion of jdeas is often contingent upon cormmunicaticn
between inncvative and non-innovative organizational members. New ideas
commonly enter a social system through innovative individuals whe differ in
significant ways from their non-innovative counterparts., Howevar, innova-
tors tend to communicate with one arother rather than with relatively heter-
ophilous nron-innovators; and consequently the flow of new ideas throughout
tne system is often minimal (Rogers and Shoemaker, pp. 210-214). Internal
diffusion in formal organizations may be further restricted by heterophily
caused by specialization, hierarchical stratification, and departmentaliza-
tion. We hypothesized that members in different organizational *ucation.
become aware of different types of externally-generated innovaticns at < f-
ferent rates or points in time. The diffusion of these different ideas
zgain is limited i the varying orientations of organizational members
restrain commurication among departments or between hierarchical levels.
The SF-PS-CD Groups and program leader sessions were formulated to over-
come these obstacles by providing for "institutionalized interaction”
(Guest's terminology, 1962). The collective decision structure specifi-
cally facilitates internal diffusion be increas ., communication (1) among
hetero hilous innovators and non-innovaters by means of the SF-PS-CD meet-
ings and (2) among heterophilous members in different organizational loca-
tions by means >f the program leader sessions.*

) *This section on diffusion has been greatly benefitted from dis-
cussions with Professor Everett Rogers (Michigan State University) and
Professor Michael Radnor (Northwestern University) on April 7, 1972, Evans~
ton, I1linois.
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As recormended by Mann anc Likert (195Z), tne SF-PS-CD stra-
tegy accounts for the hierarchical structure of the school organiza-
tion and incorporates the resultant power structure as perceived by its
merbers into tne intervention process. In formel organizations, mul-
tiple decision structures wouid be compiementary only to the extent that
the collective processes are consistent with the role and ststus rela-
tionships of the authority decision structure. lecitimation activities
provide a link between the autherity and <.ilective structures and faci-
litate the coordinaticn between these two potentially ccrpetitive sys-
tems. The present intervention provides the necessary rechanisms for
the legitimizing of SF-PS-CC Group recommendations, and in so doing, pro-
vides a potential for improved vertical communication. This subsection
focuses on the underlying problems of vertical communication in formal
organizations, the vertical comrunicaticn network employed in this inter-
vention, the nature of upward flowing messages, and the prescribed inter-
vention process for legitimizing group recommendations.

The problem of upward communication in hierarchically structured
organizations has been frequently documented in the social psychological
and organization behavior literature. Festinger (1950) notes that hier-
archical structuring inherently inhibits free communication as lower sta-
tus members are reluctant to criticize superordinates. Katz and Kahn
(1966) suggest that organizational participants ofien want to move cer-
tain mesages up the line,

. . . but generally they are afraid of presenting it to the most rele-
vant person or in the most objective form. Full and objective report-
ing might be penalized by the supervisor or regarded as espionage by
peers. To these difficulties must be added the fact that full and
objective reporting is difficult, regardless of the organizational
situation; no individual is an objective observer of his own per-
formance and problems. (p. 246).

Ineffective upward communication is in large measure the result of the
power superordinates hold over lower status members. As subordinates
perceive supervisors as instrumental to their needs satisfaction and dis-
tribution of rewards, upward comunication is filtered to avoid conflict
and to maintain favorable relations and impressions (see Cohen, 1958;
Read, 1962). Additionally, upward communication is often inhibited

by the lack of proper communication channels and ambiguity or conflict
concerning organizational roles and social structure %see, for example,
Jackson, 1959).
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The presence of formal mechanisms, cheannels, and specified roles
for the upward transmission of information is & necessary, though not
sufficient, condition for effective vertical communication. As described
in the intervention section, our SF-PS-CD strategy i1ncludes the imple-
rmentation of a special communication network for purposes of legitima-
ticn. The collective decision network is characterized by "overlapping
groups”--that is, certain individuals are key members c¢f more than one
of the three committees which were initiated at the beginning of the
intervention. (see Likert, 1961; and Havelock, 1371, p. 6-33, on over-
lapping groups) The program leader and school principal are the cen-
tral individuals in the overlapping group structure represented in Fig-
ure 4.1. The progrem leader is a member of a1l three committees; the
schoo? principal participates in both Review Cormittee 2nd Policy Com-
mittee ectivities. In most cases, the program leader is responsible
for initiating the upward transmission of information from the Program
Groups to the Review Committee. Other members of the Program Group
occasionally might be assigned the responsibility for making certain
recommendations to others. In any event, responsibility for communi-
cating identified problems and proposed solutions is relegated to a
specific individual or subgroup. In this matter relatively high spe-
cificity of role prescriptions for communication is achieved.

While the overlapping group structure sets the stage for ver-
tical communication, other aspects of SF-PS-CD intervention are instru-
mental in bringing about the effective utilization of this network.

Our strategy focuses on vertical information exchange between groups
rather than betwecn individuals. Group membership enhances a subordi-
nate communicator's ability to interact with superordinates on a more
equal basis. Group membership has been shown to decrease the subordi-
nates feelings of threat and increase their propensity to: (1) dis-
agree with supervisors, (2) offer countarproposals, (3) act less defen-
sively, and (4) assume more problem-orientated behavior (Jackson, But-
man, and Runkel in Jackson, 1959). (Jackson also notes: " . . . When
communication from a sunerior is directed to a group rather than to
isclated individuals, it is likeiy that more accurate transmission of
information is achieved" (p. 495).

Other factors related to the functioning of the SF-PS-CD Group
act to increase the potential for and the efficiency of vertical com-
munication. First, the problem solving sessions minimize the trans-
mission of inconsistent and conflicting statements of problems. Admin-
istrators are spared the task of reconciling the differing perspectives
of the facuity members--this task is accomplished during the SF-PS-CD
sessions. Second, the transmission of underdeveloped statements of
problems is minimized. Problems perceived by the faculty are not dis-
cussed at the Review Committee level until they are broken down into
subproblems and analyzed in terms of underlying reasons and causes.
Additionally,suggestions for alleviating the problem are generated and
communicated when possible and appropriate. Third, problems are sta-
ted in impersonal and task-oriented terms; organizational titles are
used rather than names; unconztructive criticism and negativeiy-worded
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statements are avoided, We expected that positive and impersonal mes-
sages minimize perceivad threat and defensiveness for both senders and
receivers. Fourth, as group ideas are documented and formalized, the
accuracy of vertical communication should increase. Next, we antici-
pated that the inter-organizational data effect an increase in the
efficiency and objectivity of vertical communication. Problem areas
are defined by the relatively objective feedback of cross-crganizational
data. Isolated and subjective "gripes" from individual teachers are
replaced by more sophisticeéted statements of objectively identified
group problems. As mes;ages focus on the identified problems, the rele-
vancy of upward communication or organizational needs should increase.
Vertical cemmunication efficiency further increases as the Review Com-
mittee determines which types of changes must be granted formal sanc-
tioning. As faculty members learn that certain changes can be impie-
mented without higher level approval, unnecessary "red-tape" should be
minimized. Similarly, downward communication should increase in rele-
vancy and efficiency. As perceived problems and proposed changes are
transmitted to supercrdinates, feedback from the Review Committee
focuses on those policies directiy relatad to the problem areas.

Vertical communication channels can be used for the transmission
of various types of SF-PS-CD information. Upward messages from the Pro-
gram Group to the Review Committee might be statements of perceived pro-
blems, recommended solutiecns, or new ideas selected for implementation.
The type of information sent up to the Review Committee depends on the
scope of the Program Group's activities; these, in turn, are a function
of the nature of the problem. In the "Evaluation-Data Feedback" sub-
section, we re.erred to the decision sorting process. We noted that the
effectiveness of faculty decision making is related to the relevancy of
the problem and to the competence and authority of the Program Group.
These three factors will be considered in somewhat greater detail below,
particularly as they relate to the prescribed activities and upward com-
munication responsibilities of the SF-PS-CD group.

" The Tactors of relevance, competence, and facu'ty authority are
instrumental in determining the relative contributions o¥ the collective
and authority structures for the solution of organizational problems.
The three factors constitute a Guttman scale of sorts which defines the
optimal scope of collective decision activities for different types of
problems. First, the Program Group must agree that a problem area is
relevant in order for any type of collective decision activity to be
beneficial. Relevancy implies that the identified problem has conse-
quences for the faculty and that the members have a personal stake in
any decision or change related to that situation i{see Bridges, 1967).
Relevancy also implies that the faculty members perceive some responsi-
bility for dealing with the problem. If the condition of relevance
is not satisfied, collective decision making probably will be ineffec-
tive and perhaps dysfunctional. The teachers might not be able to
define a problem which does not affect them and/or the members might
lose interest in the entire collective process. Furthermore, teachers
may resent being called upon to work on certain problems if they are per--
ceived to be the prerogative of other organizational members who are paid
to handle those problems (Blau, 1962).
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A relevant problem warrants the faculty‘s interpretation, speci-
fication, and sub-problem analysis, However, if the faculty does not
have the expertise to generate solutions to the problem, the ccllective
decision process should terminate at the evaluation stage. Communication
to the Review Committee should include the facultyv's perception of the
problem, possible underlying reasons and causes, and +in some cases, a
statement of the desired state of future affairs. Stimulation or the
generation of solutions and tite identification of relevant innovations
would be frustrating for the faculty and possibly a waste of time.

As indicated in Figure 4.3, both.relevance and competence are
necessary conditions for stimulation. As these two conditions are met,
faculty members should be motivated and able to generate solutions. A
satisfactory solution should emerge and be selected once a number of
possible alternatives have been identified and evaluated. However, if
the Program Group does not have the authority to make a final decision,
implementaticn of the selected alternative might be dysfunctional. This
would certainly be the case if charges initiated by the faculty ware
later opposed or reversed by those with the authority to veto the deci-
sion. Under conditions of relevance and competence, but net authority,
the program leader is instructed to communicate the perceived problem
and the faculty's recommendations for action to the Review Committee.
In these situations, legitimation is a necessary stage of the collec-
tive decision process.

There are certain changes the faculty can implement without the
approval of the principal or other superordinates. Certain decisions
within schools meet the necessary conditions of relevance, competence,
and authority for autonomous collective decision making. When this is
the case, problems can be evaluated, solutions generated, and selected
courses of action implemented. Upward communication to the Review Com-
mittee should be brief but sufficiently concise to familiarize superiors
with the planned change. We should emphasize that the Policy or Review
Committee identifies the types of changes that can be' implemented with-
out formal lTegitimation. As the authority of the Program Group is
defined, vertical communication should increase in efficiency and chan-
nel overloading be avoided. Also, we should stress that as facuity
authority is defined and the conditions of relevance and competence are |
considered, collective decision activities should increase in effective-
ness as various decisions are allccated the proper amount.of time and
attention.
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The dynamic relationship between the authority and collective
decision structures change with the nature of identified problems. Under
conditions of relevancy {without competence or authority), messages are
sent from the Program Group to the Review Committee to supplement the
rontext evaluation of the authority decision structure. Under condi-
tions of relevance, competence, and authority, the collective decision
structure in effect operates independently of the suthority structure.
The relationship between the two structures is most critical when the
faculty focuses on a relevant problem, has the competence to deal with
the problem, but lacks the authority to make final decisions. Under
these conditions, legitimizing activities are necessary for the effec-
tive coordination of the two structures and the successful implemen-
tation of faculty-initiated changes.

Administrators are presented with statements of problems and
recommendations for action during Review Committee meetings. Pro-
posed solutions might be authorized, rejected, or sent up to the Pol-
jcy Committee for further consideration. In the case of rejection, the
principal is encouraged to explain the_reasons for the nonauthorization
and suggest possible modifications of the proposal. As this informa-
tion is fed back to Program Group members, their understanding of organ-
jzational problems improves. On the basis of this broadened perspective,
members may then attempt to generate modified solutions of higher quality
and increased feasibility . Occasionally, proposed solutions might have
to be drastically modified or abandoned completely. In these cases, it
is possible that faculty dissatisfaction with the situation in questicn
will decrease as a result of an improved understanding of the problem.
In any case, legitimizing activities should increase the overall effec-
tiveness of the collective process. As formal leaders are involved in
collective decision processes, efficient execution of collective inno-
vations becomes more probable (Rogers and Shoemaker, p. 281). Princi-
pal participation in collective activities not only facilitates the
implementation of teacher-initiated changes but also brings about
increased administrative acceptance of the SF-PS-CD processes.




58

Adoption

The dimension of adoption reflects the decision to accept the
proposed change by those individuals who are affected by the innovation.
In contrast to authority-type decisions, the adoption of coilective deci-
sions is a more gradual process. Consequently, the actual time of accep-
tance is more difficult to define. The SF-PS-CD guidelines necessitate
a minimal level of consensus at an early stage of the collective deci-
sjon process. General group acceptance of an innovative sofution is
required before the idea is communicated upward for Tegitimation. How-
ever, the final solution might differ from the original proposal jener-
ated at the work group level. Adoption is concerned with teacher accep-
tance of the solution in its final form, after it has been nodified for
purposes of legitimation.

We anticipated that there would be relatively high acceptance
of the formally sanctioned solutions. As the facuity's ability to
generate high quality solutions improves through the use of problem
solving procedures, their output of feasible and administratively-accep-
table solutions should increase. When administrators cannot accept
particular recommendations, they are asked to explain why the solutions
are not feasible in their present form. Effective downward ccmmunica-
tion increases the faculty's understanding of a problem area as their
own perceptions are supplemented with a hierarchically-differentiated
perspective. Less distorted and more objective vertical communication
should bring about more consistency across organizational levels regard-
ing member attitudes toward problems and preferences for possible solu-
tions.

High memver acceptance of final solutions is primarily a result
of a number of factors related to faculty involvement and participation
in decision making activities. The same factors which operate to make
the actual time of adoption difficult to define also operate to increase
member accptance of proposed changes. Rogers and Shoemaker (pp. 286-287)
hypothesize a positive relationship between member acceptance of and
satisfaction with collective decisions and member participation in those
decisions, a proposition strongly supported by a substantial bodv of
research. Much of the empirical research done in this area ‘ocuses spe-
cifically on group discussions as a means for participation in either
authority or collective decisions.

Lewin's (1943) classic study of housewives' acceptance of new
food products found that group discussion methods resulted in a higher
adoption rate than lecture methods (32% versus 3%, respectively). Levine
and Butler's (1952) research on factory foremen's acceptance of new
employee performance rating procedures also illustrated the superiority
of group discussion methods over lectures in bringing about acceptance.
Coch and French (1952) compared the use of the lecturs method and the
discussion approach in changing employees' work procedures in a pajama
factory. Members of the discussion group, who dealt with management
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problems relating to the future of the company, exhibited less resis-
tence to the eventual changes than did members of the other group.
Radke and Klisurich's (1947) research indicated that attitude and
behavior changes are more permanent over time as a result of this type
of participation in decision making.

Research in educational organizations suggests that taculty
narticipation in decision making and/or group discussions are asso-
ciated with innovativeness. Davis (1965) made comparisons between an
innovative and non-innovative liberal arts college, He found that
faculty members in the innovative organization were more involved in
change decisions. Greater teacher participation was also a character-
istic of the more innovative of two Chicago elementary schools {Queely
and Street, 1965, reported in Rogers and Shoemaker). The Schmuck, Run-
kel, and Langmeyer (1971) organization development intervention stressed
faculty training and participation in group problem solving. Partially
to assess the effects of the strategy, teachers in the experimental and
three control schools were asked to 1ist and describe recent changes in
their school. 1In contrast to the control faculties, teachers in the
experimental schools reported many more (1) innovations that are instru-
mental in achieving new forms of organization and (2) new methods of
problem solving. However, control school teachers generally mentioned
more "packaged" innovatiens, such as new teaching materials or tele-
vision equipment. In another study, Chesler and Baraket (1967) found
that teacher participation in problem solving activities leads to a
greater sharing of jdeas and possibly greater receptivity to change.

Group discussions and participative problem solving seem to have
two highly interrelated consequences: greater organizational innova-
tiveness and higher faculty acceptance of change. It is not yet clear
which s$ecific factors associated with participation and/or group pro-
blem solving are most instrumental in bringing about greater acceptance
of innovative decisions. Some researchers have isolated various fac-
tors in an attempt to specify the critical variables; others have
implicitly assumed or suggested that certain factors produce these
results. Table 4.1 represents an attempt to classify systematically
some of the factors contributing to innovativeness and acceptance. The
2 x 2 matrix dimensionalizes the factors on the basis of: primary pro-
cess effects (X1), secondary pressures (X2) of participation in decision
making activities (Y1), and increased group interaction (Yo).

Direct process effects (X1) occur as group decision making
activities progress. Many direct process effects are predominately
the result of the individual's participation in the decision making
activities. As individuals take part in decision processes, their under-
standing of the problem, influence over the decision, and awareness and
understanding of the selected alternative increase. These decision mak-
ing process effects, independent of any group interaction, act to
increase the participant satisfaction with and acceptance of the par-
ticular decision outcomes (X1Y1). Other direct process effects are pre-
dominately the result of increased interaction among group members.
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Interaction process variables (X1Yz) operate as individuals increase
their interaction with others and ar: exposed to different viewpoints
and new ideas. Interaction process variables complement the decision
making process variables; as individuals interact, their awareness and
understanding of problems and possible innovations increases. This in
turn produce: an increase in satisfaction with and acceptance ef daci-
sion outcumes.

There are also a number of important indirect pressures (X2)
which result from participation in group decision making activities.
These indirect effects and peer group pressures tend to modify the
behavior of participants and change certain characteristics of the
group. Indirect decision making pressures {X2Y1) tend to increase
member commitment to particular decision outcomes, Some of the fac-
tors are intrapersonal--for example, the pressures for cognitive con-
sistency. Other indirect decision making pressures are interpersonal
and are based on the individual's perceptions of the group's commitment
to the innovation decision. Perceptions of group commitment and con-
sensus are treated here as decision making variables rather than inter-
action variables. Individuals can learn about the extent of others'
commi tment to a particular decision by means of feedback data--group
interaction is not really necessary to bring about this awareness.
However, we acknowledge that group interaction is also instrumental
in bringing about these perceptions:

. the perception of group norms which emerges from a natural
process of reaching group agreement is probably more effective
than feeding the group information about the nature of consensus
among them. (Katz and Kahn, p. 203)

There are, however, a number of factors which less questionably
can be classified as indirect interaction evfects (X2Y2). These fac-
tors are social psychological consequences of increased interaction
among group members. For example, as individuals increasingly par-
ticipate with others, it is possible that they become increasingly
prone to their influence. If group activities succeed in bringing
individuals out of isclation, they might become aware of ard adopt
more innovations more readily.

The final factor listed, development of wnew norms, {s the most
general effect included in the matrix. Development of new norms can
refer to a group's development of new problem solving and change sup-
portive norms as a result of planned group activities. It can &lso
refer to the development of new group norms regarding specific changes
and decisions (an indirect effect resulting from both group interaction
and problem solving).
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The decision making effects, boty direct and indirect, zzem to
operate to increase participant acceptarce of the particular decision
being made. The irtaraction factors may tvir: about more basic changes
in the group's functioning. ‘lost of these fzciors operate to broaden
the perspectives of group members and to increase their exposure to
new ideas. As the general Tevel of innovation awarenass increases,
the potentiality for a collective innovative ¢ zision and member accep-
tance of those decisions increases. [This tencative classification
includes only some of the factors related to innovativeness, satisfac-
tion, and acceptance. The factors listed, and others which have been
omitted, are discussed in somewhat greater d-tail by Katz and Kahn
(chapter 13), Rogers and Shoemai.er ?chapter ", and Havelock (chapter 5).
We should like to emphasize that the classiv,cation presented above is
still under development and should be considered as a wo.king effort.]

The adoption stage also includes the final planning for the
change and the preparation_of the system for implementation. Preljmi-
nary planning for change will have taken place during earlier stages
of the collective decision process. During the stimulation stage,
the logistics of alternative solutions are studied to determine rela-
tive feasibility. The internal diffusion of the selected alternative
increases the group's awareness of the possible secondary consequences
of the change throughout the system. Feedback from the Review Commit-
tee advances planning activities as additional organizational and
environmental constraints are identified. The time of adoption is as
difficult to define in respect to planning as it is in respect to accep-
tance. However, final planning must take place prior to implementation
to ensure the efficient execution of the proposed program. Though the
SF-PS-CD guidelines include relatively few prescriptions for final plan-
ning, two procedures are suggested. First, a sub-committee is formed
to deal with the proposed change in greater detail. Specific group
members are assigned responsibility for defining needed resources for
implementation and exploring the consequences of the change. Second,

a time schedule for implementation is developed which assigns whio is
to do what by when, thus firming up starting, interim progress checks,
and completion dates.

Implementation

We expected a high degree of implementation of group injtiated
changes_and innovations in the SF-PS~CD schools. The same factors which
operate to bring about acceptance of nov programs zlso act to Facilitate
the implementaticn of triose programs. Implementation, which is often
accompanied by conflict and general organizational disequilibrium, should
be less disruptive as a result of the adcpting unit members' participation
in group problem solving activities. There are a number of additional
SF-PS-CD factors facilitating irnovation implementation which have nat
yet been explicated. These factors involve the formalization of group
- decision outcomes, the scheduling of faculty activities, and the effects
of multiple decision structures on implementation.
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Documentation and formalization pervade this entire SF-PS-CD
strategy. As described in the intervention section, the program leader
and his or her secretary are responsible for documenting all problems
identified and solutions generated by the group. Each decision out-
come is recorded as an "Action to Take" by the members of the team.
Katz and Kahn assert :hat group decisions are more powerful when the
decision outcomes are clearly stated in terms of a course of action:
"The changed beliefs are removed from the area of good intentions to
the realities of everyday behavior" (p. 402), Specification of deci-
sion outcomes acts to increase the clarity of goals associated with the
new program. As change goals become clearer, the predispositicn of
individuals to engage in change tasks should increase.

Possibly one of the most effective means for increasing an
individual's propensity to engage in a non-routine activity is the
setting of deadlines, Though programmed activivies tend to drive out
non-programmed activities, deadlines can act to increzse an individual's
concern with the latter type of task (March and Simon, p. 186). Sche-
dules are established for ali ac%ions planned by the FProgram Group.
Group members know who is responsible for carrying out specific tasks.
This unambiguous assignment of responsibilities to specific faculty
members further increases the probabilities for implementation.

The effects of organizational structure on system change are
somewhat contradictory and complex. In particular, tne varying effects
of centralization and stratificatica on organizational innovativeness
have been noted by a number of researchers including Banfield (1961),
Wilson (1963), Chesler et al., (1964), and Hage and Aiken. In relation
to each of the stages of the organizational change process, high con-
centration of authority at the top of the organization acts to inhibit
most of the evaluation and stimulation activities of members at the
technical core level. Similarly, high centralization might discourage
lower organizaticnal members from transmitting new ideas throughout
the school and thus retard internal diffusion, Though the generation
and dissemination of new ideas is often low in centralized organiza-
tions, the execution of initiated innovations is relatively efficient.
Centralization facilitates change implementation because of effective
downward communication, quick and simple legitimation of changes, and
sufficient control to coordinate change activities.

If the foregoing analysis is correct, it would seem that more
innovations would be considered for implementation in decentralized than
in centralized organizations. The ratio of innovations implemented to
innovations initiated is possibly higher in the centralized organization
as a result of superordinate power to direct and control change. This
relatively high implementation-initiation ratio, however, is also the
result of less frequent initiation of changes. Further, high centrali-
zation tends to restrict the magnitude and acceptance of innovations.
Changes implemented in centralized organizations also are frequently
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more roderate than those implemented in decentralized organizations.
When concentration of power is great, organizational elites avoid
radical changes that would decrease their power (Michels, 1958; Hage
and Aiken [p. 39]). As centralization decreases the participation

of the teachers in the decision process, genuine acceptance of the
innovation decreases even though teachers might outwardly comply with
administration directions.

This paradox can in theory be resolvec partially through the
use of multiple decision structures. As certain problems are channeled
into the collective decision mechanism, the generation and dissemina-
tion of innovative solutions should increase. The upward transmission
of faculty proposals for legitimation thus brings the authority ceci-
sion structure into operation at a very opportune stage. We cannot
always assume that the problem solving group can bring about the suc-
cessful implementation of systemwide changes. The administrative
expertise and the organizational location of principal is a prime neces-
sity for the successful execution of many changes.

We hypothesized that different organizational decision struc-
tures with varying degrees of centralization would be helpful in bring-
ing about change in schools. The SF-PS-CD strategy is initiated in a
manner that does not interfere with the ongoing authority structure
of the school; the potentiality for efficient innovation implementa-
tion is preserved. As the superimposed collective decision structure
becomes a reality, teacher change initiation, dissemination, and
adoption should increase. The success of this structural modifica-
tioii depends on the ability of organizational members to accept and
coordinate their new roles. Qverall organizational effectiveness
and innovativeness might actually decrease if the structures become
competitive rather than complementary. The intervention assumes that
through prior program understandings and commitments the principal
would be willing and able to identify and act upon those situations
which would benefit from a temporary sharing of his power. Similarly,
the strategy assumes that these same »rogram understandings and com-
mitments would forestall any faculty attempt at a "power grab" during
the course of the intervention. The Tegitimation mechanism is built
into our intervention as a way of discouraging dysfunctional and non-
productive power struggies.



Roq;inization

Educational irnovations are often short-lived. New programs
are quickly forgotten and new equipment is ccnveniently ignoved. The
SF-P5-CD intervention is designed to reverse this trend by increasing
teacher involvement with and commitment to innovations. Provided proper
incentives of procedures faculty members should exhibit a willingness
to charge their habits and adjust to new, self-imposed work situations.
The application of new procedures and techniques should become less
burdensome as a result of intergroup and interlevel planning. As a
consequence, we hvnothesized that a higher proportion of new programs
will become routinized (that is, r:rged with the standard operating
procedures of the school) as the collective decision structure is
used for organizational problem solving.

A major responsibility of Program Group members at this final
stage is follow-up on factlty-initiated changes. One of their objec-
tives is to determine whether the proposed solutions have been inte-
grated into the cchool's task system by the target date. "Post-mortem"
discussions and reports are recommended for identifying those new pro-
grams which have been improperly implemented or discontinued. Atten-
tion is also focused on the identification and corre~tion of any unan-
ticipated consequences of implemented innovations. Follow-up provides
for the collective evaluation of new programs in relation to overall
organizational performance. This reflects the circular nature of ideal
change models in general, and effective collective innovation processes
in particular.

Follow-up activities implicitly include the evaluation of the
SF-PS-CD program's effectiveness. As faculty members are involved in
and review Program Group activities, taey should perceive greater par-
ticipation and collectivity in school decision processes. We antici-
pated that the collective decision process would be perceived by
organizational members as sufficiently meaningful to: (1) ensure the
continuation of faculty problem solving activities and (2) bring about
a reinforcament of change supporting norms. Reflection on group pro-
cesses acts to reinforce at least two important sets of norms which
facilitate the "communication of information" and "collaborative
action" (see Miles et al., p. 463). The "institutionalization of
change" depends on the development of shared and learned norms that
define problem solving, change, and openness to change "as legitimate
and important aspects of one's organizational role" (Duncan and Radnor,
1972, pp. 1,5).
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Change institutionalization demands modifications in structural
as well as human variables. The intervention should therefore focus on
"the structure of organizations in that it creates a set of role expec-
tations on the part of organizational members that supports change"
(Duncan and Radnor, p. 5. In effect, we are suggesting that educa-
tional systems of the future must alsc be redesigned to provide mechan-
isms for the communication of information and coilaborative action.

The routinization of the SF-PS-CC processes impiies the development of
these change supporiing structures. The structural consequences of the
intervention are observable at two levels of analysis. First, the
superimposed collective decision structure can be discussed in terms

of i . own structural profile. Second, as the collective structure is
placed over the existing authority structure, the overall characteristics
of the school are altered. As a result of the newly implemented comple-
mentary structure, au analysis of the organization should reveal changes
in such structural characteristics as configuration, standardization,
and formalization. The structural consequences of the intervention will
be reviewed brizfly in terms of Pugh's (1963, 1968) conceptual scheme
for organizational analysis. ‘

The collective decision structure is characterized by a rela-
tively high degree of standardization. Standardized procedures are
those events which occur regularly and are legitimized by the crgani-
zation. Pugh cites four types of avents as measures of standardiza-
tion: (1) decision-seeking prciedures, (2) decision-making procedures,
(3) information conveying procedures, and (4) procedures for operating
or carrying out decisions" (1963, pp, 302-303). The SF-PS~-CD guide-
Tines prescribe rules and definitions for all these events as they
relate to collective decision activities. The program also provides
for a concomitant high degree of role standardization and specializa-
ticn. The role prescriptions of school personnel concerning collec-
tive decision making should increase in specificity as a product of
the intervention. Participants are confronted with new (and special-
ized) role expectations as they serve as ¢rogram Group members, pro-
gram leaders, or Review Committee members. Collective problem analy-
sis, soiution generation, and program implementation represent the
type of activities included in unamibiguous role expectations pro-
vided by the program. New role expectations thus should support
rather than restrict organizational change.
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it the orcanizational level of analysis, role prescriptiuns
are reflected in an ircrease in overall standardiz. ion. A< suggested
earlier, the increase in standardizati should not increase crganiza-
tional reqgidity hecause it reflests the programming of under-structured
change-producing ectivities. The relationship between the standardiza-
vion of faculty problem solving activities and the effectiveness of
those activities is probably curvilinear. Considering the uncertairty
and ambiguity surrounding natural (non-experimentally introduced) col-
lective cecision procedures in elementary schools, a controlled increase
in the structure of group problem solving shouid prove to be functional.

The change supporting collective decision structure also is
characterized by a high degree of formalization. Formalization dis-
tinguishes the extent to which "communications and procedures are
written down and filed", including "(1) statements of procedures,
rules, roles . . . and (2) operation of procedures, which deal with
(a) decision-seeking . . . (b) conveying of decisions and instruc-

ions . . . and (c) conveying of information, including feedback"
(Pugh et al., p. 303). Roles and procedures for feedback and pro-
blem solving are documented at the beginning of the intervention.
Program leaders arc provided with handbooks which document specific
feedback techniques and problem solving methods. Results of the
feedback itself are documented. Minutes are taken during every pro-
blem solving session, circulated, and filed. Problems, underlying
reasons and causes, and group recommerdations are recorded as "SF-

PS Results;" these reports are used to facilitate upward communica-
tion. The frequent use of documentation for collective decision pro-
cedures is reflected as an increase in overall organizational formaii-
zation. -

The SF-PS-CD intervention is designed to change the shape or
configuration of the schcol's organizational structure. The overlap-
ping group structure increases the potential for group problem solw-
ing and upward communication. This collective decision structural con-
figuration, though designed to be consistent with tne ongoing system of
reletionships, is different from the authority structural arrangement.
This comes about because different structural arrangements are neces-
sary for technical core group problem solving versus managerial level
problem solving, upward communication versus downward communication,
teacher-initiated change versus administration-initiated change, and
teacher collective evaluation versus administration context evalua-
tion. The implementation of the collective decision structural con-
figuration preserves the authority structural arrangement. At the
same time, we expected tha: the observed configuration of the author-
ity decision structure would change as overlapping program Jroups are
employed for the communication of administration-initiated change.
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Pugh's operationalization of cantralizaticn focuses on the term-
inat point or hierarchical level of the last person who must sanction
decisions before action can be taken (1968). Collective decision mak-
ing is, by design and definition, decentralized. The degree of overall
organizational centralization decreases as the faculty group gains the
authority to implement certain types of changes without administrative
approval. However, many cf the sclutions generated at the Program
Groun level are subject to Review Committee approval. These Tegitimized
faculty-initiated changes would be classified operationally as central-
ized decisions because Pugh's measurement does not consider the hier-
arc*ical level of evaluation or stimulation activities. Faculty eval-

n and stimulation would be reflected by an increase along a "par-
. ation in decision making" structural dimension. (According to
Pugh's operationalization of centralization, the dimensions of central-
ization and participation are conceptually distinct). Participation
should improve the rality of centralized decisions and increase the
general effectiveness of the centralized approach to management. For
certain types of decisions, centralization can only be effective when
the decision maker (the legitimizer) concentrates on selecting the
best feasible alternative and allocates the responsibility for other
decision subprocesses throughout the organization.

As indicated throughout this theoretical cverview, the new
change supporting structures should increase organizational effective-
ness, innovativeness, and health. The SF-PS-CD intervention is designed
to bring about organizational changes along primary structural dimen-
sions. These basic structural modifications should produce favorable
changes in many second-order system properties which contribute to organ-
jzational health (see Miles, 1965; Miles et al., 1969; McElvaney and
Miles, 1971). An important component of organizational health is inno-
vativeness. We expect the intervention to improve both school innova-
tiveness (early use of new structural and functional ideas) and the
organization's ability to change (adaptation to the environment through
the implementation of ideas used in other schools fut not previously
used in the target school}. Increased organizational effectiveness
also becoimes feasible as the faculty group generates inventive and
creative solutions to existing school problems.

Higher levels of effectiveness and innovativeness, coupled
with faculty member perceptions of collectivit; in decision processes,
should produce favorable changes in the teachers' attitudes toward their
work environment. Attitudes should improve as teachers perceive some
influence over those decisions which they believe "legitimately belong
within their sphera of influence." These favorable changes would be
reinforced as faculty members gain a clearer "conception of who is
responsible for making decisions" {Wick, 1971, p. 156). Further, the
intervention provides a mechanism for specifying and correcting those
schcol probiems which tend to create unfavorable attitudes. Even if
certain problems cannot be alleviated, faculty attitudes should improve
as teachers gain a better understanding of organizational exigencies.
Teacher attitudes toward the administration would be expected to improve
as communication across hierarchical levels increases.




In this study, our program evaiuaticr efforts focus on these anti-
cipated improvements in teacher work attitudes. To our knowledge, no
pravious research has focused specificaliy on the effects of participa-
tion in collective decision processes cn teacher work attitudes. Never-
theless, a closely related body of research strongly suggests that as
lower organizational members increasingly participate in authority deci-
sion processes their satisfaction and morale increases. Morse and
Reimer's (1956) experimental manipulation of rank and fiie employees'
involvement in decision making increased employee satisfaction and sense
of ‘responsibility and decreased costs zssociated with work performance
in the treatment groups. Research in the survey feedback tradition
also supports the participation-satisfaction relationship. Mann (1957)
found that as members of accounting departments participated in survey
feedback and group problem solving activities, their attitudes changed
favorable and moraie improved. Likert (1961) found that particular
changes in organizational communication and decision making procedures,
coupled with the training of supervisory and staff personne!, resulted
in increased employee satisfaction, a reduction in waste, and increase
in productive efficiency. Seashore and Bowers (1963), applying Likert's
theory of management, improved working relationships and employee atti-
tudes in two departments of a manufacturing organization.

In cuucational organizations, Chase (1951) found that teachers'
enthusiasm for their school systems was related to the degree to which
they participated in relevant decisions. Bidwell's (1956) research
indicates that teacher satisfaction is related to the congruency between
their perceptions and expections of administrative behavior. His find-
ings suggest, lowever, that increased participation does not necessarily
improve teacher morale. Somewhat similarly, Belasco and Alutto (1972)
compared teachers' praferred level of participation with their perceived
level. They conclude that increased participation can actually be dys-
functional for teachers personally experiencing decisional saturation
(too much rarticipation).

The SF-PS-CD intervention incorporates mechanisms to direct tea-
cher problem solving and decision making t- issues which are relevant to
the faculty's work situation. The strategy was hypothesized to lead to
the development of new faculty norms governing coilective decision making.
We expected that the problem .olving grocedures would raise teachers'
preferred level of participation and would provide simultaneously for
the opportunity for increased participation in decision making. The
resulting higher level of decisirn equilibrium (preferred level equal to
perceived level of participation) should bring about greater job satis-
faction. Favorable work attitudes thus would be reinforced as rele-
vant problems are discussed and ¢:'ganizational role relations improve.
Consequently the field research design and evaluation procedures pre-
sented in the following chapter have been developed tc assess in the
main the intervention's effects on teacher work attitudes.




CHAPTER V

HYPOTHESES AND PROCEDURES

On the basis of the theoretical and program considerations dis-
cussed in the previous chapters, we shall now present -he formal hypo-
theses, research design, sample, instrumentation, and methods of analy-
sis for the action-research project.

General Hypotheses

~ To racapitilate, the experimental treatment -~ independent vari-
able for this research was the survey feedback-probis: solving-cnllective
decisior intervertion (SF-PS-CD) described in Chapiir III. The dependent
variables included overall schooi organizational effectiveness/innova-
tiveriess and teacher attitudes toward fourteen basic dimensions of their
work environment. We focused our attention on two important intervening
var ables: the complementarv collective decision making and change-sup-
porting structures routinized as a result of the intervention and teacher
perceptions of these structures in terms of seven operational dimensions.
For this evaluation we merged the three levels of analysis, conceptually
distinguished in the theory chapter, into two broader categories: (1) the
organizational and {2) the individual-natural work group level. The abbre-
viated mode! representing relationships among these variables is presented
below (Figurz 5.1).

This model suggested at least four general hypotheses. As a
result of the survey feedback-problem solving-collective decision inter-
vention:

H1: Teacher collective decisiin and change-supporting structures will
be routinized in a manner -omplementary to the existing author-
ity structure of the school.

H2: The collective decision and change-supporting structures will
increase general school organizational effactiveness and innova-
tiveness.

H3: Teachers will perceive the collective decision and change-sup-

porting structures as affording them greater participation in
and influence over school decision making processes.

70
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Figure 5.1 Key Variablas and Their Relationships

H4: As a consequence of Hl, H2, and H3, the opinions and attitudes
of the teachers toward important aspects of their work enviren
ment will become more favorable.

Our empirical research focused primarily on the individual-natural
work group hypotheses (H3 and H4) and incorporated ¢ struments and a Tieid
experimental design to test predictions derived froi these hypotheses.

The testing of the organizational level hypotheses (H1 and Hzg was less
rigorous. No objective indices were used to assess organizational effec-
tiveness/innovativiness nor were any profiles used to measure changes in
organizational structure. These hypotheses were in-2stigated by means

of documentary analysis and semi-structured interviews wh®-h sought %he
perceptions of tine principals and pregram leaders concerni.y these vari-
ables in the experimen*al schools.




Field Experimental Design

Thr problem of design focused on assessing the main effects of
the in. = out variable (the intervention) and centiolling for the
effects - - iraneous facto. 5 which might account for changes in the
dependent variables (school organizational effectiveness/innovativeness
and teacher woirk attitudes). The most important of these poteritially
confounding variables have been identified by Campbell and Stanley (1967)
and by Bracht and Glass (1968). Basec on validity considerations, a
modified four-group design waz selected as rost appropriate for the oro-
jecl. The design provided for pretest-posttest experimental and cuiitrol
groups as well as fo. an experimental feedback only group and a control
group lacking the pretest. The specific design of the study is presented
in Tabie 5.1.

Teble 5.1
OVERVIZYW OF RESEARCH DESIGN

Teacher Attitude Experimental Acvitude Cotiactive Decision

Groups Survey Treatment Survey <tructure
Pretest Posttest Posttest
January March-May January February
1971 1971 1972 1972
R (7) 0 SF-PS-CD 02 0S1
R (3) 03 SF - only 0g 0S92
R (7) Og 06 0S3
R (7) ' 07 0S4

The four-group design with randomization of schools to tri “ment
corditions was s2lected for tw. main reasons. First, it controls for
various threats to internal validity including history, mat iration,
instrumentation. regression, sefection, mortality, and the interaction
of selection an~ maturation (Campbell and Stanley, 199, pp. 6-8). The
modified des+:n, however, does not account for the reactive effects of
testing ¢rd liesticnt, a threat to external validity. Pretesting may
o tify @ fo#ividual's responsiveness to the exgerimentaI treatment and,
ac wuch, « .08 cifferentiate the pretestad sampie from the unpretestea
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popuiation. However, pretesting is inherent to the SF-Ps strategy; an
assessment of the interaction between testing and the treatment there-
fore cannot be obtained because some type of pretest is required for
feedback.

The second reason for adopting the design is that it assesses
not only <the effects of testing but aiso of a survey feedback only treat-
ment. Our interest in the latter intervention stemmed from the obser-
vetion that work attitude surveys are widely used by researcrers in
studies of organizational behavior and yet 1ittle is known about their
subsequent effects on the client system. In some cases, as part of the
tradeoff for permission to conduct the research, the findings are reported
"back to those who provided them. Much 1ess frequently are the results
used for systematic diegnosis a~d application for change by members of
the client organization, An investigation of the impact of attitude sur-
vey testing and feedback only on the client system, particularly in the
absence of subsequent systematic problem solving, therefore became an
interesting ancillary issue examined in the study.

Additionally, the SF only group served as a "semi-control" group.
ine particular procedures used for feedback could have contaminated the
teachers' responses to the posttest questionnaire. Observed attitude
changes in the experimental group.might be the result of some insight
obtained while cempleting the questionnaire rather than problem solving
or collective decision making activities. SF-PS-CD group and SF only
group comparisons would control for this possible artifact.

In summary, the design established the conditions for estimating
the effects of attitude survey administration (0), survey administration
and feedback only (SF only), and survey administraticn, feedback, and
problem solving within collective decision structures (SF-PS-CD). The
same questionnaire usec as the pretest was administered one year later
as the posttest to assess any changes in teacher work opinions and atti-
tudes. Teacher perceptions of collectivity and participation in deci-
sion making were measured on a posttest only basis (0S), following the
work attitudes survey posttest.

It should be noted that teacher responses to the collective deci-
sion ‘nstrument might have been contaminated due %o the administration of
the p. .ttest attitude survey one month earlier. Pressures for cogni-
tive consistency not or™y act to increase an individual's acceptance of
and satisfacticn with decisions he has participated in makirg; they may
alsc act to bring about some ccngruency in responses to concirrent ques-
tionnaires focusing on work attitudes and perceived participa.ion. The
problem is that these pressures for consistency may be greater in the
Tatter case than in the former due to increased sensitization. We believe,
however, that .he situation would have heen more serious had the decision
making questionnaire had been administered prior to the attitude survey.
We are currently conducting research to assess the relationship between
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these two instruments; however, at this time, the reader is advised to
be wary of this potential problem :f veridicality.

The specific timetable for the study is given in Tatle 5.2

TABLE 5.2
TIMETABLE
Year Months Events
1970 September~ Establish the administrative organization
Cecember of the pi7ngram: Policy Committees, Review
Comn.i tteez. and Program Groups.
1971 January Administer the pretest work attitudes
cuestionnaire and jdentify program leaders.
1971 February Tabulate pretest results and train program
leaders in SF-PS processes.
1971 March~ Program leaders feed-bpack survey data in
May SF-PS-CD and SF only schools. Probiem
solving sessions initiated in SF-PS-CD
schools.
1972 January Administer posttest work attitudes ques-
tionnaire.
1972 February Administer collective decision structure
posttest.
1972 March- Examine program documents; interview pro-
April gram 1eaders and principals for data on

collective decision processes and organi-
zational effectiveness/innovativeness.
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: 7~ noted above, ths individugl-naztural work group hypotheses were
investigated by means of cuestionnaire data and statistical procedures.
To facilitate thic arzTysis anc to presert a ciezre- statement of our
expectations, gereral hypctheses three and four "ere subdivided intec :
series of testa.ie pradictions. These statistical predictions compe e
the mean scores obtaired in each of the four groups of schools (SF-P3i-
CD, Sf only, Controls, anc Posttest Controls) on both the attitude sur-
vey and the collective cdecisicn instrument. The crganizatiorzl lavel
hypotheses, irvestigated by means of interviews and documentary evidence,
were not subdivided into specific predictions.

Hypothesis three states that te=achers in the experimental schools
would perceive greater participation an. collectivity in school decision
making as a result of the SF-PS-CC intervention. This general hypothe-
sis led to the development of three statistical predictions tased on group
megn~scores on the collective decision instrument.

F?rst, we expected that the SF-PS-CD interventign would succeed
in superimpcsing the collective decision structure to the extent that
this new decision mechanism would be perceived as functionally operative
by the teachars in the school. As such, we predicted that, at the end
of the one-year experimental period, faculty members in the full treat-
ment schools would perceive greater collectivity and participation in
decision making than faculty members in control schools:

Prediction 3a: Collective Decision Making
(SF-PS-CD) =7 (Controls)

Prediction 3b: Collective Decision Making
(SF-PS-CD) "7 (Posttest Controls)

These predictions assume that natural ccliective decision pro-
cesses may exist in the Control and Posttest only Control Schools. How-
ever, we anticipated that these ongoing collective processes would not
be perceivcd as operative nor as effective as the superimposed structures
in the 3F-PS-CD schools.

The SF only treatment is not as powerful as the full intervention
in that no provisions are made for faculty problem solving nor is any
attempt made to superimpose a true complementary crlleciive decision
structure over the existing authority structure of the ichool. In the SF
only schools, survey results are presented by the pr_gram leader to the
teacher group in a single conference. The data are profiled in graphic
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fern and quesiions-znd-énswers tztween the leacer and *eacrer partici~
pants arz erciureged, but only to clerify end cevelop a technical unr -
stencing of the findings. The SF ori, reeing is not designed to el
analysis and problem soiving; *he leader ' 5 not trained to conduct pro-
plem solving sessions, ror is ‘e encouraged to co so even if the occa-
sion “spontaneously" arises. Upon corpletion of the feedback session no
further formal meetings are scheduled nor z-e any special communicaticn
channels or overlapping greups established between the teachers and
school administrators.

In view of these considerations, we expected that teachers in
SF-PS-CD schools would perceive greater collectivity and participation
in decision processes than teachers 3in SF cnly schools.

Prediction 3c: Coilective © ~ision Making
(SF-PS-CD) > (SF only)

General nypothesis four states that the attitudes of teachers
toward their work environment will bacome more favorable as a result of
the SF-PS-CD intervention. As the new procedures and structures are
implemented in the school, the organization's ability to innovate and
interact effectively with its external environment should increase. As
a consequence of the combined effects of (1) more effective problem solv-
ing and innovative decision making and (2) higher participation, the
teachers should become more satisfied with key dimensions of their work
environment.

This general hypothesis suggested a number of statistical pre-
dictions, all of which could be tested with the group means generated
by the four group attitude survey experimental design. First, we pre-
dicted that teacher work attitudes in the SF-PS-CD schools would become
significantly more favorable over the one year experimental period:

Prediction 43: Work Attitudes
[SF-PS-CD (posttest 7 pretest)]

Statistical prediction "1 fails to take into consideration teacaer
attitude changes in the contro. schools. If teacher attitudes in the
non-treatment schcols also became more favorable, the expected positive
attitude change in the SF-PS-CD schools, by comparison, would be less
meaningful. A more acceptable and vigorous test of hypothesis four involves
the use of gain scores (differences between nosttes* and pretest maans)
for both experimental and control schools (see Campbell and Stanley, p.23).
Applying a gain score t-test, we predicted that changes in teacher work
attitudes would be significantly more favorable in the SF-PS-CD schools
than in the control schools.




Prediction Zb: Werk sfTiztuces
- SF-PS-CD (Poitzest-pretest)] )?£Contro}s {(posttest-pretest)]

The theaoreticel mcdel sugzeszs that fzvorabie chenges in tea-
chcr work attituces are the proiuct of the cerbinztion of survey feed-
back with problem solving and collective decision making. The SF-PS-
D intervention orings abou’ many more changes in an organization's
furicticning than does the survey feemback corponent alone. Task-
erienved problem solving and the coliactive decision structurss yro-
vide for solution generaticn at the faculty level, improvec vertical
comrunication, znd the implementation of faculty~initiated changes.
These factors, among others, are instrumental in bringing about faver-
able changes in faculty work attitudes. e therefore predicted that
changes in teacher work attitudes would be significantly more favor-
able in in the SF-PS-CD schools than in the SF only schools. (This
prediction also partially controls for the reactive effects of the sur-
vey feedback procedures.

Prediction 4c: Work Attitudes
[SF-PS-CD (posttest-pretest)] ~»[SF only (posttest-pretes=)]

A final statistical prediction for hypothesis 4 was generated in
an attempt to control for the effects of testing. Campbell and Stanley
note that " . . . the process of measuring may change that which is
being measured." (p. 9) In reference to thke pretest-posttest control
schools, posttes* mean scores may possibly have been affected by the
administration or the pretest one year earlier. The posttest only con-
trol group provides a means for circumventing this potential threat to
internal validity. 1In an efforc tCc "check" hypothesis 4, we predicted
that at the time of the posttest, teacher work atttudes in the SF-PS-
CD schools would be significantly more favorable than those in the post-
test only ~ontrol schools:

Predicticn 4d: Work Attitudes

[SF-PS 2D (posttest)] 7 [Posttest Controls (posttest)]
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ine mcdified four croup experimental design permitied an explora-
tory investigation of the effects of survey administration with feed-
back and ¢f survey acministration only. Group rean scores on the ¢oi-
lective decision and teacher vork cttitude instruments were used =0
study these questions. A1l exploratcry resecrch questions are sta‘ed ac
nuil hypotheses and two-tailed t-tests are used for statistical testing.
These null hypotheses are not as powerful or specific z3 the statisti-
cal predictions formulated above. We would 1ike to emphasize, however,
tnat the main purpose of this study was to assess major irpacts of the
SF-PS-CD intervention. Lower pric-ity was given to the investigation

of the evploratory research cuestions.

The first exploratory research questicn pertair .¢ to the percep-
tions of participation and collectivity in decision prczesses in the oF
only schools. The CF cnly treatmen® providzs for some collective evalu-
ation but < s -ot install the -echa~isms necesss v for stimulation,
legicimati: , or implemertazicn. No spacial collective docision <*ruc-
tures were _uperimposed; thus we cid no~ 2xpec® that collective processes
would be percaived to any ¢veat extent by zhe SF “1ly feculties.

Nonetheless, the survey fesdback experience coui = possibly effect
“~acher ~e-ceptions of collective decision making in at least two other,
soms  * contredictory, ways. First, the survey feedback experience
ghe crease Zeacher interest in school probiem solving and raise the
pre._oree level of faculty pcarticipation in decision inaking., These
heightened expectations, coupled with the absence of new mechanisms for
increased participa’ ion or collectivity, might tend to depress percep-
tions of collective decision making in these schools. 0On the other
hand, the SF only session provides for teache: sensitization to school
probiems and needs. This heightened awareness may stimulate greater
faculty participation in the school's authority decision processes.
Simiiarly, the survey feedback could improve the functioning of any on-
going ccllactive decisinn procedures in the school. These effects would
tend to create more favorable percaptions of school collective decision
processes and tend tc inflate the group's mean scores.
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70 exsTine wnase contradictory censsguenzes, ST ¢nly ZroupD means
w2re COrparzy (0 contrsd schcol and postiest only contiol sem--T Croup
means.

Exploratory 0.zstion 3.0 Collect... Lecision Meking

SF only) = [lcntrals)
[ 3
Exploratory Question 3b: Collective Decision Making

(SF only) = (Posttest Contrcls)

Tne ccnsequences of survey feecdback on teacher work attitudes
raised another question for explorstory research. The survey feedback
experience tends to heighten teacher awareness of specific school pro-
bleme and needs. As noted above, the SF only intervention makes no
formal provision for systeratically dealing with these identified pre-
blems and n=2e’s. To the extent thet teacher expectec ticns and perceived
ocportunitizs for problem solu:jor and needs gratifica:ion are raised
and s.>sequently not met, we wouid e,vect teach~i work at*itudes to
become l:zss favorable. Alternatively, the quantitative internal feecd-
back cculd change teacher attitudes favorably if some effort ware mac:
by the administrations or facult' to solve identified probiems. How-
ever, we would expect thet these favorable changes would probably be
shortlived, The SF only cc.oonent does not provide for the enduring
change supporiing structures necessary for sustained improvements in
organizational health. In any case, it is cuestionable whether the
effects of the SF only intervention on teacher attitudes, either posi-
tive or negative, would be signifizant ore year later.

Three snecific exploratory research questions were cenerated
from this line of reasoning:

Exploratory Question da: Work Attitudes

[SF only (posttest = pretest)]
Exploratory Questicn 4b: Work Attitudes

[ SF only (posttest-pretest)] = [Controls (posttest-pretest)]
Exploratory Question 4c¢: Work Attitudes

[SF only (posttest)] = [Posttest Controls (posttest)]



A Tirzl exdlcraicy rese:z on the conse-
guences of ztuituds sur.z, acind figns. To investi-
gete this guest cn, tne centrol greo § 2re CCrpired
with the posttest reans for *he p grcup.  The
“"treat 2r." in this case . the p istration.

Expleratory Question 4d:  Work Attituces

[Controls {posttest;] = [Posttest Controls (posttest)]

To the extent thet attitude surveys increzse the salience of
unfuvereble work attitudes, it ic possiblz that gquestionnaire respon-
dents may bezcme frust:atad because they are unable to take ramedial
action on idertified problems and needs. If the data indicate that
survey sdministration has dysfunctional consequences, systematic feed-
back ¢nd problem solving shouid tnen become an integral part of a*ti-
tude measurerentc undertaken in organizations, regardless of the cther
purposes for obtzining the cata. [t is possible, of course, that sur-
vey sdmirisiraticn may increzse the salience of favorable teacher work
attituces.

Pcoulation end Séwple

In accordance with the study's design, we sought the cocpera-
tion of elementery and junior high schools whose teacher groups would
participate in this research. A *otal target population of forty-eight
schools was located in three relatively large and four smaller public
school districts situated in four counties of northern I1linois. The
superintendents of these districts were contacted and sanctioned con-
duct of the study contingent upom our gaining th2 cooperation of the
affected pri-cipals and faculties.

Tre principals and their respective teacher groups were approached
and agreed to cooperzte in the research without prior knowledge e¥ assign-
ment to one of the four experimental conditions. From tnis experimentally
accessible population, twelve schools were designated as SF-PS-CC,
twelve as SF only, twelve as pretest-posttest controls, and twelve as
post-test only controls on the basis of random assignment,

Subsequent to the decision to participate in the study, unfore-
seen financial constraints and teacher work load considerations arose
in the two largest districts. This led to the withdrawal of all the
schools of these districts from the study by formal action of their
superintendents. The sample thus was depleted by one-half --from forty-
eight to twenty-four schools.




Tne principals anc Tacultiss ir <hz verzining ccheols hec teen
inferred ¢of iheir assicrmerts 0 trezirent cenditiors; these in the SF-
2S-CD and SF only schocls had elready becun preparations for progrcm
activities. he feit at this point thet 2 re-randcmizaticn and reas-

gssignrment of these schocls to possibly different treatment conditicns
would be disruptive to schcol planninc end might result in furtner
mortality of schools in the searple. MWe therefore electecd to carry on
the research with the remaining schor "s in accordance with their ori-
ginal random assignment to treatment _onditicns. The final resezrch
sampie was comprised of the teacher roups in these twenty-four schools
as fc.lows: sever SF-PS-CL scrcolc; three $F eniy Sch‘07 Si seven pre-
test-postiest control schools; end <c/en pesttest cn’y control schools.

Geographically, the five remaining districts were located in
four northern counties of Iilinois (DuPage, Dekalb, Winnebago, and Cook).
In the main, these commurities can be characterized as predominately
white and middle-clas.. Four of the schools served pupils from working-
class neighborhcods; three were located in cemmunities populatec | y a
mixture of wicrking-class, whita-collar, and uriversity faculty rmerters
an« their families. The remaining seventeen schcols wers pomilatec by
pupils Trom families whegse main breadwinners workeo in ranageriale
professional-technical occupatiuns.

Financial conditions in these districts were relatively stable;
however, all the districts were beginning tc feel the pinch of a bur-
geoning “taxpayer revolt" in the form of resist. :e to increases in
school expenditures. Two of the districts had tc.: or bond referenda
votea down in the year or two prior to the time of the study.

Zur study feocused on elementary and junior kigh schools. Two
scnools were K-8, four were K-6, and the remaining eighteen were K-5.
Average pupil enraliment ranged from 3C0 to 85C stucdents with a mean
of 550.

Faculty size for the schools ranged from fifteen to forty-one
teachers with a mean of twenty-two. A1l of the teachers in the sample
schools held the bachelor's degree; approximal.iy 10 per cent of the
group had achieved a master's degree. Average length of service in
their current schools was 3.5 years; total years of exparience as &
teacher averaged nine years. Teacher turnover for the twenty-four
schoels in the year prior to the research averaged 22 per cent.
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In addition to fulitime teachers, each of the districts employed
specialists in such areas as learning disabilities, hearing handicaps,
giftedness, speech therapy, librarianship, reading consultation, physical
education, art, and music. Average per pupil expenditures for the dis-
tricts in the year the study was conducted were $738, $781, $824, $1,035,
and $1,243. (For comparison purposes, the mean per pupil expenditure for
neighboring Chicago Public Schools was $845.) A1l five districts had
formalized professional negotiation arrangements (NEA-type agreements)
between their school boards and teacher groups.

Data and Instrumentation

Two types of data were obtained in order to test the hypotheses
of the study. For the organizational level hypotheses (H1 and H2),
written records and reports were analyzed and semi-structured inter-
views were conducted with the ten principals and ten program leaders
in the SF-PS-CD and SF only schools. The data we collected were
designed to assess, both objectively and subjectively, the extent to
which coliective decision structures and change supporting structures
(1) were implemented and became fully. functioning in the school, (2)
complemented the existing school authority structure, and (3) increased
ganeral school organizational effectiveness and innovativeness.

In the interviews the principals and program leaders were
asked to describe any recommendations made, the extent to which these
were implemented, and other changes in the school which, in their view,
were instituted directly and primarily as a result of the program. The
interviewees were asked to provide specific examples and instances of
events which tended to support their responses to questiors. The same
schedule was employed in interviawing both the principal and program
leader in each of the experimental schools. The perceptions of the
program leader were assumed to reflect the norms of his school faculty
and therefore provided a consensual check on the principal's responses
to questions.

An attempt was made to establish a "fact-oriented" interaction
between interviewer and interviewee, one which stressed objectivity. A
prepared, but flexible, interview schedule was followed and questions
wera asked in reportorial style, with notetaking (see Appendix C). When-
ever appropriate, the interviewee was asked if documents pertaining to
schoci changes were available for examination. Program ieaders and
principals were interviewed on different diys. The interviews lasted
-for approximately one hour and were conducted off-campus at a centrally
Tocated motel. .
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In reference to the individual-natural work group level hypo-
theses (M3 and H&), the data dealt with (1) teacher perceptions of par-
ticipation and coliectivity in school decision making processes and
(2) teacher attitudes toward important aspects of their work environ-
ment. Data on teacher perceptions of participation and collectivity
were obtained through the use of a questionnaire constructed especially
for this research. The construction of this scale was based upon the
collective decision rationale provided in Chapters II and IV.

The instrument--entitled Group Problem Solving in Schools--is a
sixty-eight item, self-reporting audit designed to reflect respondents
perceptions of both experimentally-introduced and natural ongoing col-
lective decision processes in schools. The instrument is divided into
seven sections with each category corresponding to a specific stage of
the collective decision process. The individual items focus on struc-
tural, technological, human, and task considerations.

1. Evaluation items pertain to the faculty's perceived role
in the specification of school problems and the availability of mech-
anisms for group problem identification. '

2. Stimulation focuses on teachers' intsrest. in solution gen-
eration, the productivity of faculty meetings, and their perceived
opportunity to solve problems.

3. Internal diffusion items refer to the quality of communica-
tions in the organization, faculty awareness of proposed changes, and
barriers in communication.

4. Legitimation items focus on factors necessary for the effec-
tive coordination of dual decision structures, including vertical com-
munication, sanctioning of faculty-initiated proposals, and the clarity
of organizational roles and responsibilities.

5. Adoption statements pertzin to the quality of solutions, the
degree of acceptance, and the planning for change.

6. Implamentation items focus on the frequency of innovation
execution, innovation dissonance, and communication regarding the success
or failure of new programs.

7. The routinization catagory includes items on the dysfunctional
consequences of change, the continuation of new programs, and the faculty's
control over organizational change.
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Each category contains between six and sixteen iteins. For each
statement in the audit the respondent is instructed to check along a
three-point scale either "Agree," "Undecided," or "Disagree." Approxi-
mately half of the statements are worded positively and the other half
negatively. A favorable response--the one which is congruent with the
theoretical framework undergirding the instrument--is sometimes "Agree"
and sometimes "Disagree," depending on how the item is worded.

Although the questicnnaire was developed for the evaluation of
the SF-PS-CD intervention, it was constructed to be as general as pos-
sible. References to survey feedback, task-oriented problem solving,
and the intervention itself were avoided. The respondents, whether
members of experimental or control schools, had not previously been
exposed to the questionnaire's theoretical terminology (e.g., evalva-
tion, stimulation, etc.). The instrument was pilot-tested by teachers
and administrators not associated with the experiment or the sample
schools. The items were sufficiently general so that they could be
answered by teachers in any elementary school.

Data on teacher work attitudes were obtained through the use of
the School Survey (Coughlan, 1966). This is a 120 item, self-reporting
inventory which reflects the opinions and attitudes of the respondents
toward the following dimensions of their work environment:

Factor 1 - Administrative Practices assesses the teacher's percep-
tions of board-adininistration-teacher relationships. It includes

his evaluation of the technical, administrative, and interpersonal
relations aspects ot the work at the executive level of the system.

Factor 2 - Professional Work Load is concerned with the amouns and
variety of professional work the teacher is required to do, Alse
included are jtems dealing with the concern and ccoperation given
the teacher by the administration in relation to work load.

Factor 3 - Non-Professional Work Load relates to the teacher's opin-
jons concerning the amount and type of non-professional duties to

be performed as well as with administrative efforts to reduce this
type of work.

Factor 4 - Materials and Equipment provides information on the tea-
cher's opinions concerning the selection, quality, quantity, and
use of instructional materiais, aids, and equipment in the school.

ractor 5 - Buildings and Facilities pertains to the physical work-
ing conditions within and immediately surrounding the school. It
also measures the teacher's feelings about the adequacy of faci-
lities and administrative interest in improving them.
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Factor 6 - Educatiorial Effectiveness deals with the teacher's per-
ceptions of the effectiveness of the school program in meeting the
developmental needs of students and the support given the school by
members of the community.

Factor 7 - Evaluation of Students measures the teacher's atiitudes
toward student evaluation and reporting procedures. Also included
are the school's nolicies governing promotion, retention, and the
provisions made for teacher-student consultation following report-
.ing periods.

Factor 8 - Special Services asks whether the school provides spe-
cial services which are adequate to meet the needs of students.
It deals with both the availability of programs and with inter-
personal relations between teachers and special service personnel.

Factor 9 - School-Community Relations reflects the teacher's under-
standing of the roles of the board, administraticn, and community

in school system operations. It seeks his opinions as to whether
existing relations are adequate to provide an effectively-functioning
school system.

Factor 10 - Principal Relations is concerned with the teacher's
evaluation of his principal as a group leader. It focuses on
work organization and improvement, communication effectiveress,
and supervisory practices dealing with the work problems and
potential of the teacher.

Factor 11 - Colleague Relations deals with the friendliness of
teachers and with social relations between cliques and groups in
the school. It is concerned primarily with social relations.

Factor 12 - Voice in Educational Program measures the teacher's
satisfaction with his degree of involvement in designing and devel-
oping the school's educational pregram. It deals with procedures
for curriculum construction, selection of materials, and feelings
of freedom to innovate and experiment.

Factor 13 - Perfcrmance and Development assesses the effectiveness
of procedures used to evaluate teacher performance and stimulate
the professional growth of teachers in the system.

Factor 14 - Financial Incentives reflects the teacher's attitudes
toward the school system's salary and benefits program and its
administration.

Factor 15 - Reactions to Survey measures the teacher's evaluation
of the attitude survey process as a means of communicating with
the administration and getting action on problems.
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Each of the above categories contains from seven to ten items.
In previous investigations the items were evaluated with respect to
their discriminatory power, relevance, and clarity and then classified
through two independent factor analyses into the fifteen categories
(Coughlan, 1970). KR-20 internal consistency reliability coefficients
for category scores (subscale reliabilities) range from .44 to .80
with a median of .67. The respondent checks eachi item along the three-
point scaie: "Agree," "Undecided,” or "Disagree." The percentage of
favorable responses on any particular statement served to indicate the
degree of positive feeling among respondents on that dimension.

Program Leaders

Program leaders in the SF-PS-CD and SF only schools were seiec-
ted by the faculties of their respective schocls at the time of the pre-
test attitude survey administratior. The teachers were instructed to
print the names of three teachers or special service personnel on the
faculty of their school whom they felt would be best qualified to con-
duct feedback and problem solving sessions. They were asked to exclude
among the candidates cheir principal or any other administrators, super-
visors, or consultants in the school or school district. Their choices
were to be based on two personal and social criteria: the nominees
should have (1) the trust, confidence, and respect of fellow teachers
in the school, and (2) the requisite skills, or potential for developing
these skills through training, for effactive leadership in group feed-
back and problem solving. (See Appendix D.)



CHAPTER VI
COMPARATIVE FINDINGS

The hypotheses and statistical predictions generated at tne
Eeginning of this research were generally substantiated. An analysis
of program documents and interview data obtained from principals and
program leaders in the SF-PS-CD schools seemed to confirm our organi-
zational level hypotheses (1 and 2). These hypotheses were stated
as follows: ‘

H1: Teacher collective decision and change-supporting structures
will be routinized in a manner complementary to the existing author-
ity structure of the school.

H2: The collective decision and change-supporting structures will
increase general school organizational effectiveness and innovative-
ness.

In investigating these hypotheses, we made no attempt to compare
the 5F-PS-CD school findings with control schecl data. As such, our
results at this level are tentative. Hypotheses 1, concerning the super-
impesition of complementary collective decision structures, is discussed
by means of a process evaluation and structural analysis. Data support-
ing Hypothesis 2, concerning organizational effectiveness and innova-
tiveness, are presented in terms of selected "organizational health"
dimensions.

Our program evaluation efforts and research design concentrated
more fully on the individual and group level hypotheses (3 and 4). These
were formulated as follows:

H3: Teachers will perceive the collective dacision and change~
supporting structures as affording them greater participation in and
influence over school decision making processes. '

H4: As a consequence of H1, H2, and H3, the opinions and attitudes
of the teachers toward important aspects of their work envircnment
will become more favorable.

Relatively objective quesiionnaire data are presented which sup-
port the statistical predictions presented in the previous chapter. The
findings provide moderate support for Hypotheses 3, focusing vn teachers'
perceptions of colleciivity and participation. Questionnaire data strongly
support Hypothesis 4, revealing that significant favorable attitude changes
in teacher work attitudes occurred in the SF-PS-CD schools. Similar data
were used to investigate the exploratory research questions. However, no
significant findings were uncovered in examing data related to these

Q questions.
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Hypotheses I

Interview data and documentary evidenc€ seemed to sypStantiate
the first organizational level hypothesis. ¢ the maJority of the seven
SF-P5-CD schools, teacher collective decision 20hg change-5uppOrting
structures were institutionaiized in a manner Suyplementary tO the
school's existing authority structure. CollierSiye structures were roy-
tinized to a satisfactory extent in four schos 't and to a mpderate degree
in one school. In a sixth school, the new styUtture5 were established,
but they were not perceived to be entirely ¢ofPlementary to the author-
ity structure. Collective decision processeg “Wepe not suCcessfully ini-
tiated in only one experimental school.

The resulting change-supporting stryctYres will be discussed
in terms of selected dimensions fcr organizatiOngl analysis, Certain
structural modifications were hypothesized to Ps effects of the SF-PS-
CD intervention in the theory chapter. Struct%r31 chianges in the treat-
ment schools occurred in the predicted directiOhs. The magnitude of
these changes was related to the extent to whiCh the experimental schools
adopted the survey feedback, problem solving, g collective decision
procedures. In discussing the first hypothegiS, a process evaluation
will be followed which focuses on the quality &g the extent Of col-
lective decision making activities experienced in thé experimental
schools.

The SF-PS-CD intervention brought about changdes in the struc-
tural configuration of most of the experiments' schoOls, In Six schools,
the faculties were organized and deemed to be Sfrective propiem solving
groups. Program Group structure generally cgoft'oymed to the interven=
tion guidelines. In five schools, faculty mefSeys elected their pro-
gram leaders. In the remaining school, a staf’ gpecialist was_appointed
by the principal as program leader for the firSt year and faculty mem-
bers elected a teacher for the second year of he” program.

A Policy Committee was established at the district jevel in alj
three cooperating districts. However, progra® dctivities reaChed the
Policy Committee in only one district. For NS most Part, the SF-PS~
CD process was carried out at the school bui]d]hg level by the Program
Groups and Review Committees. At thislevel, #"¢ vertical comMunication
networks and reporting systems established by ‘he ovarlapPing group
structure were regarded as functionally operg?lve.
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The superimposition of the overlapping decision structure was
generally successful at the building level. Review Committees were
established and used in five SF-PS-CD schools. Program guidelines
recommended that (1) the school principal, program leader, and pro-

ram secretary should serve members of the Peview Ceirmittee, and
?2) the principal should appoint at his discretion an additional
person to serve on the committee.

As expected, the membership of the Review Committee varied in
the five schools. In twe schools, the committee consisted of the
principal, program leader, program secretary, and an assistant super-
intendent. In one school, committee members included the principal,
staff specialists (appointed program leader), faculty group secretary,
and a teacher representative. A steering committee was formed by the
Program Group in one school; members of this group met with the prin-
cipal and a principal-to-be tor tne following year for program review
purposes. In another case, the Review Committee was composed of the
principal, program leader, a building representative, and building
coordinator. A parent was also invited to serve as a member of the
Review Committee in one of the schools. No Review Committee was
estatlished in the sixth school, but in this case the principal and
program leader did meet formally to discuss Program Group activities.

A number of secondary changes in structural configuration
resulted from the intervention. In one school, nine teacher sub-
commi ttees were formed to deal with key identified problems and
needs in the following functional areas: reading, testing, student
teaching, school goals, professional standards, curriculum advisory,
medical advisory, and drug advisory. Other secondary configuration
changes were reported in the remaining five schools. These generally
took the form of sub-committees, special assignment teams, or tem-
porary systems similar to those Tisted above. The changes produced
refinements in both vertical and lateral work relations, increases
in the number of levels and "positions" held by teachers by virtue
of their assi_nments to committees, and increases in the number of
different jobs within each of the committees. Accompanying these
modifications was the development of status rankings associated with
leadership or coordination roles performed in sub-committee assign-
ments, The resulting changes in the shape of the formal school organ-
jzational structure also brought about related changes in the pattern
of workflow.



Interview data indicated that the program brought cbout increased
standardization in both work roles and procedures in the SF-PS-CD schools.
More specifically, the intervention effected the standardization of ccl-
lective decision meking procedures in five schools, and to a lesser
extent, in the sixth SF-PS-CD school. As examples of these chances,
dacision-seeking and decision-meking activities et the technical core
level were regularized and legitimized; roles for Review Committee mem-
bers were defined and delineated; committee operations were specified
and became standard operating procedures. The task-o:iented problem
solving guidelines viere adopted and practiced in six Program Groups.
Program leaders reported that the guidelines defined a qualitatively
different type of faculty meeting than had been conducted at their
schools in the past. Faculty members cenerally cooperated with the
Program Leaders in initiating the new problem solving procedures, and
in most cases, change-supporting norms began to emerge. There was,
however, an identifiable transitional or "change-over" period during
which the faculty members had to adjust themselves to the relatively
structured task-oriented group procedures.

Tire program's specification ~f new -~oles effected a greater
division of labor within four schools. In these organizations, the
program leaders were desigriated as Chairmen of the Review Committees.
This resulted in the creation of a new specialized role in the school,
one that had been defined by the SF-PS-CD program and validated by both
the principal and Program Group. In one school, the Progra: Group began
to approximate a faculty cabinet or self-governing body. In this instance
the Program Group eventually merged its activities with those of the
Review Committee. This in turn led to an increase in the number of
specialisms within the faculty, i.e., teachers begun to perform semi-
administrative functions in schcol operations.

Greater formalization of school activities was evidenced in the
development of documents related to the program. Three schools followed
the written procedures suggested in the program design to record group
activities. These records became part of a iile established by the
Review Committee in the principal's office. In one school, statemeints
on program roles and procedures dealing with decision-seeking, convey-
ing of decisions and actions, and conveying information were written
and filed. All seven experimental schools exhibited greater formaliza-
tion at the collective evaluation stage--survey feedback was documented
and presented in the manner prescribed.

In six schools there was considerable evidence to indicate that

the locus of autharity to make decisions affecting the 1ife of the

school shifted downward from the administrative (principal) to the tech-
nical core (teacher) level. The "real or personal" authority of the pro-
gram leaders became "formal or institutional" as a result of the program
structure. Rules governing decisions, i.e., how reccmmendations and sug-
gestions emerging from the Program Groups were to be handled, were devel-
oped at the faculty level and approved by the Review Committee.



The frequency and thoroughness of review procedures varied among
the schools. Generaliy. the PReview Committees met for periods of approx-
jmately two hours subsequent to Program Group reetings to discuss group
reports «:d reccimendations. At these meetings additional relevant
information for *esting decisions and evaluating recommendaticns wes
made available tu members of the committee, In some instances this
information was heratofore unavailable to the teachers on the Committee.
Control over program activities and introducing changes and innovations
resided 1argely within the Program Groups. Frormal authorization or legi-
timation was, as expected, mandated at the Review Committee level.

These observations suggest that decentrslization primarily
involved evaluation and stimulation activities in the intervention pro-
cess. Program procedures for the transmission and/or legitimation of
decentralized coliective solutions were rated effective in five schools.
There also was evidence that the Program Groups in these schools impie-
mented certain types of changes without formal administrative approval.
In some scheols, Review Committee members specified which types of deci-
sions did not require legitimation. This would imply that some decen-
tralization of the actual decision function actually occurred.

The interview data also were examined to assess the extent to
which the decentralized collective decision making and change-supporting
structures complemented the existing authority structure at the school.
In examining this proposition heavy reliance was placed on the percep-
tions of the principals. The dual decision structures were perceived
as competitive in only one experimental school. In this case, a prin-
cipal was assigned to a school in the midst of ongoing SF-PS-CD acti-
vities. The new administrator felt that he should retain authority
over certain decisions which he found were being made by the collective
decision group. Principals in the other six experimental schools
reported that the program compiemented ongoing authority processes.
Three principals felt that the program identifiec and dealt witn pro-
blems which were not being considered adequately in prior decision pro-
cesses. Five principals formally located many of the school's actual
decision making functions at the technical core level through Program
Group operations. The range of choice emerging at this level dealt
with such cricical organization decisions as contro! over school
resources, activities, and the introduction of change and innovations.



Hycothesis 2

Hypothesis 2 states that the experimental change intervention,
by establishing collective decisiun structures and applying survey
feedback and group probiem soiving techriques, would bri- 5 about
increased school organizational effectiveness and innovativeness. To
determine the degree of support for this hypothesis, we examined inter-
view data and documents associzted witn the program in terms of selec-
ted second-order systen: properties which purportedly contribute to the
notion of "organizational health" (¥iles, 1965). Our 7indings indicate
that the SF-PS-CD intervention succeeded in bringing abocut improvements
in the health of the full *reatment schools. As such, ve have tenta-
tively acceptad the hypot 2sis. Final confirmation would be contin-
gent upon the f'wdings of a longitudinal study focusing on more objec-
tive indices such as cost effectiveness analyses, input-output ratios,
and innovativeness scales.

The SF-PS-CD intervention probably made its greatest contribu-
tion to the communication adequacy of the schocls. Improvements were
noted by principals and program leaders in both upward and duwnward
communication. Regarding downward communication, five principals said
that the program enabled them to communicate more effectively with their
teachers conc:rning a wide range of administrative decisions, actions,
and viewpoints. These administrators welcomed the opportunity afforded
by the program structure to offer more detailed explanations for current
school programs and procedures and for proposed changes which they felt
could not be implemented feasibly. The regularized communication chan-
nels established by the overlapping groups design provided them an addi-
tional “track" to communicate with their staffs and to receive staff
reactions to the reasons they gave for the status of current programs
or for failure of the Review Committee to approve proposdls, recommen-
dations, and changes. Improvements in the quality, regularity, and
relevance of downward communication were generally recognized by the
program leaders. The questionnaire data also indicated that faculty
members perceived improvements in downward communication.

Review Committee meetings provided an important mechanism for
the upward transmission of infcrmation. In the opinions of both prin-
cipals and program leaders, thes. meetings were productive, orderly, and
personally gratifying. Four principals mentioned as especially satis-
fying the receipt of orderly, well-written reports of Program Group
activities which were presented to the Committee for analysis and dis-
cussion. The systematic recording of discussions, careful identifica-
tion and delineation of problems, reasoned diagnosis and analysis for
causal factors,and evidence of having thought through alternative pro-
posals before deciding o the "best solution” added impact and face
validity to the recormendations emerging from the Program Groups. The
principals reported that they were usually aware of the problems iden-
tified by the work attitudes survey and Program Group 'discussions.
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Noretheless, they were irpressed by the thoroughness with which problems
were analyzed znc with the array cf possibie solutions presentec fur
their remedy. [inally, the cuesticnnaive data indicated that teachers
in the SF-PS-CD schools, &s cprosed to these in control schools, felt
that: (1) their orincipais rmcre often solicit their ideas and (2) their
supervisors have ¢ more rezlistic view of the faculty's work situation.

A healthy organization is characterized by optimal power equali-
zation (Miles, 1964, p. 19). ‘hile it is doubtful that an “optiral™
distribution of power hetween the administration ard faculty was
achieved, there was strong evidence that the proaram did effect a
more equitable distribution of influence in the SF-PS-CC schools. The
problem solving meetings generally succeeded in (1) locating the 4is~
cussion of relevant schocl issues at the faculty level and (2) provi~
ding a mechanism which increased faculty influence over decissans
affecting their work lives. 1In six schocols, the collective decision
structure decisively increased the amount of upward influence from the
faculty Tevel to th» administrative level. As noted earlier, certain
principais perceived the need for "power equalization" toward which the
program was moving at the end of the experimental period.

In moving toward a redistribution of power, the pregram seemed
to improve resource utilization as Faculty members were afforded the
opportunicy to use their expertise and experience to solve school prob-
lems. Program leaders noted that the emphasis or total group involve-
ment succeeded in evoking the participation of isolated or "quiet" tea-
chers on their faculties. Both principals and program leaders felt
that the program " . . . encouraged more involvement of the total staff,"
"made the faculty feel an important part of the whole situztion," and
"increased feelings of involvement." Resource utilization also implies
that organizational members experienced "a genuine sense of learnina,
growing, and development" (ibid.); program leaders indicated that most
of their fellow faculty members "gained" from their experience. They
also emphasized the importance of the program to their own sense of
personal growth and development. More specifically, they testified
that the program had provided them with valuable training znd experience
in group leadership. They felt that their experiences as group leaders
should be provided all teachers in the scocl by rotating the role
among the faculty on an annual basis. The program leaders emphasized the
need for off-the-job trairing .o carry out this role effectively.

In atmost every case, principals and program leaders mentioned
that the program increased group cohesiveness in the faculty. Repre-
sentative remarks included: "“Better stcff relationships with total greoup
involvement in the solving of problems;” " . . . created a closeness
among faculty;" and "created unity among the faculty." Change support-
ing norms such as collaboration and cooperation were observed tc develop
as predicted. At the behavioral level, one principal noted that there
was * ., ., ., more cooperation among the staff."
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The above comments were elicites ' n ‘vtapyiew question rela-
ting to teacher morale. Hypothesis ° focuses specifically
on changes in teacher attitudes to spects of the work
environment, indicate that faculty e e SF-PS<CD schools
become significantly more favorable. - incipals testified to

changes in teacher attitudes and behavior which they felt had increased
school organizational effectiveness. These observations were corrobor-
ated by evidence obtained from the program leaders of these schools,
The most significant changes seemed to revolve around teacher-principal
and teacher-teacher relationships. The data indicated that the program
committee structure enabled both the teachers and administrators to
develop a better understanding of school problems from the teaching and
administrative viewpoints. Thus the program seemed to enhance the
empathy of both teachers and administrators by giving them greater
insight into problems and pressures as perceived trom these two different
status levels in the school.

Interviewees also indicated that the program increased feelings
of trust and confidence within the teacher group and beiween the tea-
cher group and school administration. Teachers begin to express more
favorable attitudes toward administrative and central office personnel.
The respondents felt the faculty had gained a higher awareness of over-
all district problems and that as a result there was higher understand-
ing and acceptance of current administrative thinking and action as well
as of new ideas, programs, and procedures,

The intervention was designed specifically to improve the_problem
solving adequacy of the school, another second order system property.
Again, interview data and documentary evidence indicated an improvement
along this dimension. Five program leaders stated that the problem iden-
tification and solution generation guidelines were effective. In fact,
some group leaders were "pleasantly surprised" to discover that they
were able to lead their groups "so effectively" and that the task-oriented
procedures worked as well as they did. Interviewees noted that the pro-
gram succeeded in "getting problems out in the open" and provided for
problem analysis and solving "through group processes." A review of pro-
gram documents showed that the faculties tackled some relatively diffi-
cult problems. In one school, in particular, documentary analysis
revealed highly sophisticated problem solving within the teacher work
group and extensive use of the vertical communication channels.

Another functional consequence of the intervention was that it
facilitated administration-faculty conflict resolution. The program man-
aged to bypass the formalized professicnal negotiations structure which
tha principals viewed as an impediment to creativity and innovation in
school prograis and procedure. The principals felt that "professional
matters" such 25 decisions related to curriculum and instruction should
not be subject to collective negotiations and that the SF-PS-CD process
provided a regularized channel for teacher involvement in these matters
without the penalties associated with hard bargaining.
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The collective decision structures and the improved problem solv-
ing adequacy seemed to increase innovativeness in the SF-PS-CD schools.
Again, this finding is based on perceptions rather than objective data
and as such should be regarded as tentative. Never "eless, our inter-
view findings indicated that specific and significant changes occurred
in six of the seven SF-PS-CD schools apparently as a direct result of
the program. In the considered opiniun of the respondents these changes
had made overall school operations more efficient and effective. Exam-
ples of such changes werc as follows:

1. New student discipline guidelines were developed and implemented.

2. A teacher appraisal and evaluation form was developed and
installed.

3. A teacher-administrator committee developed and monitored a
modular scheduling program.

4, Teachers assumed responsibility for making assignments regard-
ing playground, lunch, and bus duty.

5. Teachers selected their own extra-curricular activities.

6. The school district granted & "growth credit" to those faculty
members who participated in program activities.

7. Schoo! faculty meetings were no longer conducted on a weekly
basis and faculty attendance was no longer mandatory. Inclu-
ded in this change were specific recommendations for the improve-
ment of faculty meetings.

The program apparently was more successful in facilitating the
implementation of internally-generated changes than the adoption of
externally-generated innovations. There was little evidence that the
inte=vention significantly increased the schools' interaction with out-
side knowledge producing organizations or permanent linking systems.

- For example, the process did not produce any additional “temporary
change systems" which would have provided for further interaction
between teachers and outside specialists. Mainly for this reason the
program did not alter apareciably the technology of the experimental
schools, :

On the positive side, the program did seem to have positive
effects on faculty attitudes toward internally generated change. One
s~hool's program leader stated that faculty members now felt that they
¢ - 1d “"really become change agents." Another program leader said that
s. + and her faculty now had "increased faith in what groups can accom-
plish." The program permitted faculty work groups to specify change
goals and provided a mechanism for reaching those goals. As faculty
members perceived greater control over change, they seemed to accept
new procedures more readily.
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Certain principals used the collective decision configuration
to increase faculty participation in the schools' authority decision
processes. This increased participation also acted to improve the
faculty's attitudes toward change. One principal noted that the early
presentation of new ideas to the faculty work group resulted in quicker
acceptance of those ideas. This sa™ principle utilized the collective
decision mechanism on a regular b -the faculty group set aside five
minutes at the beginning of ear’ wed zeting so the principal could
present problems and act as his ~onc  ant.

In ccnclusion, the intervention succeeded in establishing endur-
ing change-supporting structures in five of the experimental schools.
By increasing organizational flexibility and adaptiveness, these struc-
tures were perceived as having been instrumental in increasing organiza-
tional health, innovativeness, and effectiveness. The program, uf
course, was not without its weaknesses. Some of these shortcomings ‘111
be discussed in the finai chapter. .

Hypothesis 3

Our statistical findings tended to support the hypothesis that
teacher perceptions of participation and collectivity in school deci-
sion processes would be greater in the SF-PS-CD schools than in the con-
trol and SF only schools. Three predictions were tested by means of a
statistical analysis of data collected through the use of the Group Prob-
lem Solving in Schools questionnaire administered to the teachers on a
posttest only basis. Seven mean category scores and an overall mean
score were computed for each school in the four experimental conditions.
These scores represent the averages (for each school) of the individual
item scores for each category and were stated in terms of "percent
favorable respones." The unit of analysis was the faculty of a school
building since schools, rather than individual teachers, had been ran-
domly assigned to the four treatment conditions.

A series of one-tailed t-tests, comparing SF-PS-CD group means
with other treatment condition group means, were performed to test the
three predictions subsumed under the hypothesis. The direction of
difference between means was stated in each case. In this section,
each prediction comparing experimental and control groups will be
followed by tables which provide appropriate mean scores in terms of
percent favorable response, their respective standard deviations (both
rounded off to two decimal places), the obtained t value (rounded off"
to three decimal places), and significance levels for the overall scores
and for each of the seven dimensions measured by the instrument. A
minimum .05 Tevel of significance was used throughout the study to
accept or reject predictions. (Note: F-tests indicated that category
group)variances could be assumed equal in twenty-two out of twenty-four
cases). ‘
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We predicted first that, at the end of the one-year experi-
mental period, faculty members in the full treatment schools would
perceive greater collectivity and participation in decision making
then faculty members in control schools.

Prediction 3a: Collective Decision Making
(SF-PS-CD) > (Controls)

Table 6 ‘ ults for the SF-PS-CD experimental and
pretest-post co. .ctiuv ». The overall scores indicate that the
teachers in the experimental schools perceivedsignificantly greater
collectivity and participation in school decision making (p < .05).
Category scores reveal that these differences relate to significantly
greater Stimulation of interest in new ideas and solutions (p<.05),
Adoption of innovations and suggestions (p < .05), Implementation of
new programs and procedures (p < .C1), and Routinization of changes
with the school's standard operating procedures {p < .005).

TABLE 6.1

TEACHER PERCEPTIONS OF SCHOOL COLLECTIVE
DECISION MAKING
(SF-PS-CD) » (Controls)
(Per cent Favorable Response)

SF~-PS-CD Control
Schools Schools
Teacher Parceptions M sD M SD t
of:
1. Evaluation 67.56 7.72 61.03 17.78 . 866
2. Stimulation ' 67.53 10.43 51.38 15.61 2.078 *
3. Internal Diffusion 60.36 11.31 49,96 ]7.21 1.224
4. Legitimation 55.49 9,97 47.20 17.79 1.009
5. Adoption 60.34 10.21 46.75 11.67 2.024 *
6. Implementation 57.59 6.94 40,65 13.21 ' 2.844 **
7. Routinization 68.37 15.13 36.10 11.73 3.654 ***
8. Overall 62.47 9.20 49.30 13.86 1.915 *
*p <..05
** p ¢ .01 df=9
**x p ¢ .005
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The ne - prediction involves a comparison of scores between
teachers in tk S%-PS-CD schools and the posttest only control schools.

Prediction Jo: Colilective Decision Making
(SF-PS-CD) > (Posttest Controls)

Table 6.2 presents the findings for the SF-PS-CD schools and
the posttest only co:trol schools. The overall scores for both groups
indicate no significant differcaces in perceived collectivity and parti-
cipation in school decisic aking. An examination of the category
scores shows that differences in means are in the predicted direction;
however, they fail in each instance to reach the .05 level of significance.

TABLE 6.2
TEACHER PERCEPTIONS OF SCHOOL COLLECTIVE
DECISION MAKING
(SF-PS-CD) 3 (Posttest Controls)
(Per cent Favorable-Response)

SF-PS-CD Posttest
Schools Control Schools
Teacher gérceptions M D M D ¢
of: _
1. Evaluation 67.56 7.72 62.20  13.09 917
2. Stimulation 67.53 10.43 57.98  13.06 1.467
3. Internal Diffusion 50.36 11.31 54.68  15.22 A7
4. Legitimation 55.49 9.97 56.85 19.16 = .165
5. Adoption 60.34  10.21 53.65  13.01 1.040
6. Implementation 57.59 6.94 48.62  15.65 1.374
7. Routinization 68.37 15.13 50.9¢  21.28 1.719
8. Overall 62.47 9.20 55.73  14.33 1.026
*p .05
** p < .01 df=11

*k* < .005
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We predicted also that teachers in the SF-PS-CD schools would
perceive greater collectivity and participation in decision processes
than teachers in SF only schools.

Prediction 3c: Collective Decision Making
(SF-PS-CD) > (SF only)

Table 6.3 shows the comparative results for the SF-PS-CD schools
and the SF only schools. The overall scores indicate that the teachers
in the SF-PS-CD schools perceive significantly greater collectivity and
participation in school decision making (p <.005). Significant differ-
ences occur on all dimensions measured by the instrument: Evaluation of
school performance and identification of problems (p <.005); Stimulation
of interest in new ideas and solutions (p <.05); Internal Diffusion of
jdeas or proposals (p < .01); Legitimation or formal approval of inno-
vations and faculty ideas (p ¢ .01); Adoption of innovations and sug-

estions (p <.05); Implementation of new programs and procedures
?p <.005); and Routinization of changes (p ¢ .01).

TABLE 6.3

TEACHER PERCEPTIONS OF SCHOOL COLLECTIVE
DECISION MAKING
(SF-PS-CD) 7 (SF only)
(Percent Favorable Response)

SF-PS-CD SF Only

Schools Schools
Teacher Perceptions M SD M SD t

.___of:
1. Evaluation 67.56 7.72 48.63 6,30 3711 *x |
2. Stimulation 67.53 10.43 52.57 7.39 | 2.221 *
3. Internal Diffus%on 60.36 ~.11.31, 39.53 3.82 3.025 **
4. Llegitimation 55.49 9.97 36.07 6.90 3.027 **
5. Adoption 50.34 10.21 43.73 4.34 2.645 *
6. Implementation 57.50  6.94 38.37 2.80  4.516 %k
7. Routinization 68.37  15.13 41.80 3.42 2,913 **
8. Overall 62.47 9.20 43.47 2.19 3.425 *x*
*p< .05

** p g .01 df=8
Fokk .005 ,
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Hypothesis 4

The fourtn and final hypothesis of this study dealt with the atti-
tudes of teachers toward their work environment. The proposition that
teacher work attitudes would become significantly more favcrable as a
result of the SF-PS-CD intervention was substantiated. This hypothesis
was examined by means of a statistical analysis of data collected through
the use of the School Survey questionnaire administered to teachers ¢
pretest and/or posttest basis. Fifteen mean category scores and an uvves
all mean score were computed for each school at the beginning and end of
the intervention (excepting the posttest only group). Pretest and post-
test mean scores and standard deviations were calculated for each group.
Four statistical predictions were generated for this hypothesis; each
was substantiated by the data. Data were analyzed and findings are pre-
sented in the same manner as for Hypothesis 3.

First, we predicted that teacher attitudes toward their work
environment in the SF-PS-CD schools would become significantly more
favorable over the one-year research period. This prediction was
tested by comparing the posttest and pretest mean scores for the seven
schools in the full treatment group.

Prediction 4a: Work Attitudes
[SF-PS-CD (posttest 7 pretest(]

The results of a series of t-tests (uncorrelated) are presented
in Table 6.4. The overall scores indicate that the posttest teacher
work attitudes are significantly more favorable (p < .005). The scores
examined by categories indicate that significant increases in favorable
response occur on all dimensions except those concerned with: (4) Mate-
rials and Equipment; (5) Buildings and Facilities; and (14) Financial
Incentives. Most of the differences in the remaining twelve categories
exceed the .005 level of confidence. The insignificant changes in atti-
tudes in categories (4), (5), and (14) are in the predicted direction
(posttest greater than pretest). '




TABLE 6.4

TEACHER ATTITUDES TOWAPD THEIR ORK ENVIRONMENT
[SF-PS-CD (posttest > pretest)]
(per cent Favorable Response)

Teacher Attitudes SF-P3-CD SF-PS-CD
Toward: lpesttest) (pretest)
M SD 14 SD t

Administrative

Practices 66..5 2,74 45.76 10.96 3,244 ***
2. Professignal

Work Loed 67.74 3.55 52.24 5.23 4,091 **x*
3. Non~Profigssional

Work Load 77 .40 7.43 57.04 5.86 4,015 ***
4, Materials and

Equipment 57.43 27.65 39.7 16.33  1.729
5. Builaings and

Facilities 49.59 1€.13 37.43 12.92 1.5857
6. Educatior«l

Effectiveness 73.44 13.21 53.11 11.30 2.180 *
7. Evaluation of

Students 60.93 1%£.09 45,49 13.10  2.062 *
8. Special Services 62.03 7..38 42.19 8.91 2.953 *¥**

9. Schizol-Community
Relations 72.19 €.14 51.16 7.63 4,988 **x

(41}

10. Principail Relations 79.57 87 56.83 11.10 4,793 ***
11. Coileague Relations 79.00 1C.15 71.07 5.70 1.802 *

12. Voice in Educa=ionai
Prggram 61.91 1C..59 41.91 6.88 4,191 ***
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TABLE G.4 - (- in,e?

e P e

\/\/‘*——’\‘
Teacher Attitudes SF-PS-CD SF-PS~CD
Toward: (posttest) oretest
M SD M SD t

\/\Nv\,/\_———-v

(g8

Performance and

=

Development 63.74 7.59 4g.20 6.23 4,728 ***
14. Financial
Incent?ves 69.09 19.17 36.71 11,07 1.479
15. Reacticns to ,
Survey 70.16 8.93 47.87 14,38  3.484 »**
15, Overall 66.93 8.19 3p.20 3.96 4.868 ***
M‘\AA’
*p <.05 |
**n ¢.0] df=12
*ok < _006

The data indicate that Prediction 4a 43, for the Mogt Part, Sus-
tained, i.e., significant improvements in wory Ntitudes alopg twelve
dimensions are observed when pretest and postt#3t scores are c¢Ompared.
These findings become even more acceptable, ho/SVer, when attitude
changes in the control schools are considered, PrediCtion 4 b States
that work attitudes will become significantly (b favorable in the fulj
treatment schools then in the control schools,

Prediction 4b: Work Attitudes
[SF-PS-CD (posttest-pretest)] 7 [Contr01& (posttest~pretest)]

To test this prediction gain scores wer® calculated for each
school. Means and standard deviations for the Wy groups are Presented
in Table 6.5. The overall scores indicate that d\¢ferences in changes in
teacher work attitudes were in the predicted 4f"%ctions gain sCores in
the SF-PS-CD schools were significantly greates than those in the con-
trol schools (p € .005). The category scores yEVeal that these differ-
ences are beyond the .005 confidence level on #°h of fifteen categories
measured by the work attitudes instrument. SjgMricant differences at
the .05 or .01 level were obtained on the remyi"ing categories- The
most significant change differences occur in tgther attitudes toward:
(1) Administrative Practices; (6) Educational ¢ilactiveness; (9) School -
Commun ity ReTations; (TC) Principal Relationsy ‘13 Voice in gducational
Program; (13) Performance and Development; (T%) Eiﬂéﬂﬁlél,lDEEBEIXEE;
and (15) Reactions to Survey,




[ABLE 6.5

TEACHER ATTLTULLS JWARD THEIR WORK ENVIRONMENT
[SF-PS-CD (posttest-pretest)] 3 [Controls (posttest-pretest)]
(Fevorable Response Gain Scores)

Teacher Attitudes SF-PS-{D Controls
Toward: (change) (change)
M SD Mo SD t

+

1. Administrative

Practices 20.60 9.36 5.99 13.49 4,285 ***
2. Professional .

Work Load 15.50 10.79 1.99 11.39 2.949 **
3. Non-Professional - g

Work Load 14, 36 10.27 4.43 13.20 2.971 **
4., Materials and

Equipment 17.71 9.53 .39 13.42 2,786 **
5. Buildings and

Facilities 12.16 4.79 3.91 12.26  3.230 ***
6. Educational ‘

Effectiveness 14, 33 4,28 .23 7.95 4,134 ***
7. Evaluation of

Students 14,44 12.89 .27 10.22 2.280 *
8. Special Services 19.84 13.1 2.94 11.89  3.406 ***
9. School-Community

Relations 21.03 5.91 1.51 7.79 5,280 ***
10. Principal Relations 22.74 10.81 " 6.84 10.15 5.280 ***
11. Colleague Relations 7.93 8.35 5.60 8.72 2.966 **

12. Voice in Educational .
Program 20.00 5.35 6.66 8.03  7.309 *x*
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TABLE 6.5 - Continued

Teacher Attitudes SF-PS-CU Controls
Toward: (change) (change]
M SD M SD t

13. Performance and

Development 17.54 6.38 10.00 5.13 8,907 ***
14. Financial
incentives - 16.¢5 8.16 7.87 6.87 5,992 ***
15, Reactions to
Survey 22.29 13.17 14.89 10.55 5,828 ***
16, Overall 16,73 5.32 4.11 6.44 5,607 ***
*p £.05
** p ¢ .01 df=12
*h* p 005

In a similar manner, Prediction 4c compares gain scores in the
SF-PS~CD schools to those scores in the SF only schools.

Prediction 4c: Work Attitudes
[SF-PS-CD (posttest-pretest)] :7 [SF only (posttest-pretest)]

Means and standard deviations for these two groups of schools
are presented in Table 6.6. The overall scores indicate that changes in
teacher work attitudes are significantly greater in the SF-PS-CD schools
than in the SF only schools. The scores examined by categories indicate
that significant change differences in favorable responses (mostly
beyond the .005 level of confidence) occur on all dimensions except
those concerned with (2) Professional Workload; (3) Non-Professional
Workload; (8) Special Services; and (11) Colleague Relations. The
insignificant change differences in these four categories are in the
predicted direction. Significantly different improvements are observed,
however, along the other eleven dimensions of the scale.




TABLE 6.6

TEACHER ATTITUDES TOWARD THEIR WORK ENVIRONMENT
[Sr-PS-CD (posttest-pretest)] 2 [SF oniy (posttest-pretest)]
(Favorable Response Gain Scores)

Teacher Attitudes SF-PS-CD SF only
Toward: (change) (change)
M SD M

SD t

1. Administrative

Practices 20.60 9.36 2.67 6.96 3.823 **x
2. Professional

Work Load 15.50 10.79 3.83 3.62 1.777
3. Non-Professional

Work Load 14.36 10.27 4.07 14,11 1.313
4, Materials and

Equipment 17.71 9.53 3.90 8.64 2.148 *
5. Buildings and

Facilities 12.16 4,79 7.97 6.47 5.541 *xx
6. Educational

Effectiveness 14.33 4,28 1.90 . 6.05 4,917 ***
7. Evaluation of :

Students 14.44 12.89 7.47 13.63 2.428 *
8. Special Services 19.84 13.11 4.00 19.15 1.546
9. Sc".i01-Community

k.l.tions 21.03 5.91 .33 6.33 5.142 *¥x
10. Principal Relations 22.74 10.81 4.87 2.54 4,236 ***
11. Colleague Relations  7.93 8.35 2.97 22.53 1.180

12. Voice in Educational

Program 20.00 5.35 50 6.81  6.178 %

BN
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TABLE €.6 - Continued

Teacher Attitudes SF-PS-CD SF only
Toward: (change) (change)
M SD A

SD t

13. Performance and

Development 17.54 6.38 9,83 5.85 6,352 %k
14, Financial
Incentives 16.29 8.16 5.90 4,97  4.293 ***
15. Reactions to
Survey 22.29 13.17 16.40 31.39 2.889 *
16. Overall 16.73 5.32 2.47 4.45 5,447 **%
*p < .05 _
** p ¢ .01 df=8
*kk < .005

Prediction 4d compares SF-PS-CD posttest work attitude means with
tt.ose for the posttest only control schools.

Prediction 4d: Work Attitudes
[SF-PS-CD (posttest)] 7 [posttest Controls (posttest)]

The overall scores shown on Table 6.7 indicate that work attitudes
are significantly more favorable in the SF-PS-CD schools than in the post-
test control schools (p < .01). Differences between posttest means excee-
ded the .005 confidence level along six dimensions: (1) Administrative
Practices; (2) Professional Workload; (3) Non-Professional Workload;

(9) Schoel-Community Relations; (10) Principal Relations; and (15) Reac-
tions to survey. Significant differences also occur in the following
categories: (6) Educational Effectiveness; (7) Evaluation of Students;

(8) Special Services; (12) Voice in Educational Program; and (12) Per-
formance and Development. The (4) Materials and Equipment and (117-§§l:
Teague Relations means differ insignificantly in the predicted direction.

The only negative difference (not significant) is in the (5) Buildings

and Facilities category. In general, the data support this final prediction.




TABLE 6.7

TEACHER ATTITUDES TOWARD THEIR WORK ENVIRONMENT
[SF-PS-CD (posttest)] 7 [Posttest Controls (posttest)]
(Per cent Favorable Response)

Teacher Attitudes SF-PS-CD Posttest Controls
Toward: (posttest) (posttest)
M SD M SD t
1. Administrative
Practices 66.306 12.74 41,22 14,03 5.387 **xx
2. Professional L
Workload 67.74 8.55 46.17 15.77 3,136 ¥k
3. Non-Professional
Work Load 71.40 7.43 56.42 9.93 3,113 **x
4, Materials and _
Equipment 57.43 21.65 53.17 8.73 .4496
5. Buildings and
Facilities 49 .59 16.13 51.27 16.66 = .185
6. Educational
Effectiveness 73.44 13.21 54,67 14,92 2,409 *
7. Evaluation of
Students 50.93 13.09 44.83 9.00 2.527 *
8. Special Services 62.03 15.38 45.07 11.07 2.242 *
9. School-Community
Relations 72.19 8.14 50.38 12.96 3.696 *¥xx
10. Principal Relations 79.57 5.87 54,31 17.83 3.55] **x*
11. Colleague Relations 79.00 10.15 59.88 27.69 1.708
12. Voice in Educational
Program 61.9 10.5¢8 50.72 8.80 2.051 *
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TABLE 6.7 - Continued

Teacher Attitudes SF-PS-CD Posttest Controls
Toward: (posttest) (posttest)
M SD M SD t

13. Performance and

Development 63.74 7.59 46 .27 14.05 2.855 **
14, Financial i
Incentives 69.09 19.17 56.28 14.27 1.345
15. Reactions to
Survey 70.16 8.93 51.12 9,39  3.744 ***
16. Overall 66.93 8.19 50.48 11.01 3.087 **
*p .05
**p .0 df=11
*¥%* n 005

Exploratory Research Questions

We generated six research questions to explore the consequences
of survey feedback and survey administration in the control and SF only
schoois. The same statistical procedures used tc investigate the pre-

" dictions discussed earlier were used to study these exploratory ques-
tions. Al1 questions were stated in the form of null hypotheses and,

as such, two-tailed t-tests are applied to test the significance of dif-
ferences between mean scores under examination.

None of the null hypotheses can be rejected on the basis of the
data generated by the study. Our findings indicate that there are prac-
tically no significant positive or negative consequences of survey admin-
istration and feedback. The SF only program did not change teacher per-
ceptions of school collective decision processes nor their attitudes
toward their work environment. Further, survey administration did not
seem to have any significant effects on teacher work attitudes. Survey
administration, without subsequent feedback or problem solving, however,
did produce less favorable attitudes toward the survey instrument itself.
The survey administration and survey feedback data are discussed below.
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The first two exploratory research questions focused on teacher
perceptions of school collective decision making. Questions 3a and 3b
compared SF only teacher perceptions with those of teachers in the con-
trol and posttest only control schools.

Exploratory Question 3a: Collective Decision Making
(SF only) = (Controls)

Exploratory Question 3b: Collective Decision Making
(SF only) = (Posttest Controls)

The empirical data do not disclose any significant differences
between SF only versus control (see Table 6.8) and posttest only con-
trol school scores (see Table 6.9). The SF only intervention failed
to reinforce perceived collective decision processes in the schools
exposed to that treatment. Similarily, faculty members did not per-
ceive any improvements in collective procedures. Teacher perceptions
of collective decision making are less favorable, though not signifi-
cantly, in the SF only tkan in the control schools.

The next three exploratory questions focus on teacher attitudes
toward their work environment. Teacher attitude changes in the SF only
schools were investigated by means of the comparison posed in Question
4a.

Exploratory Question 4a: Work Attitude<

LSF only (posttest = pretest)]

The data given in Table 6.10 indicate that the SF only interven-
tion produced neither positive nor negative changes in teacher work atti-
tudes. Percents of overall favorable response are nearly the same for
the groups at the pretest and the posttest stages; likewise individual
category means show little change.

Exploratory research Question 4b data reinforce these findings.
Question 4b compares SF only gain scores with control school gain scores.

Exploratory Question 4b: Work Attitudes
[SF only (posttest-pretest)] = [Controls (posttest-pretest)]
The t-values given on Table 6.11 are consistently low for this

set of comparisons; no category score differences approach the .05
level of significance.



TABLE 6.8

TEACHER PERCEPTIONS OF SCHOOL COLLECTIVE DECISION MAKING
(SF only) = {Controls)
(Per cent Favorable Response)

Teacher Perceptions SF Only Control
Of: ‘ Schools Schools
M SD M SD t
1. Evaluation 48,63 6.30 61.03 17.78 = 1.132
2. Stimulation 52.57 7.39 51.38 15.61 .120
3. Internal Diffusion 39.53 3.82 49.96 17.21 -~ 1,006
4. Legitimation 36.07 6.90 47.20 17.79 - 1.009
5. Adoption 43,73 4,34 46.75 11.67 - 1.419
6. Implementation 38.37 2.80 40.65 13.21 - 1.288
7. Routinization 41.80 3.42 36.10 11.73 .799
8. Overall 43,47 2.19 49,30 13.86 - 705
*n .05
*% p ¢ ,01 df=5
*+% p  ,005
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TABLE 6.2

TZACHZR PERCEPTIONS OF SCHIOL C:OLLECTIVE DECISION MAKINC
(SF only) = (Postzest Controls)
(Per cent Fzvoraczle Response)

Teacher Perce=tions SF Orly Control
Of: Schocls Schools
M SD M SD t
1. Evaluation 48.63 6.3C 62.20 13.0¢ = 1.659
2. Stimulation 52.57  7.39 57.98 13.06 = .654

3. Internal Diffusion 39.53 3.82 54.68 15.22 =~ 1.645

4. Legitimation 36.07 6.90 56.85 19.16 = 1.767
5. Adoption 43.73  4.3¢  53.65 13.01 =~ 1.248
6. Implementation 38,37 2.80 48.62  15.65 =~ 1.089
7. Routinization 41.80 3.42 50.98 21.28 = 1.719
8. Overall 43,47 2.19  55.73  14.33 = 1.426
*p ¢ .05
** p g .01 df=7
xxk o 005
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TABL  6.10

TEACHER ATT. UR7< TOWATL THEIR WORK ENVIRONMENT
[$= n7: (postizsst = pretest)]
(P« ~ c.owz Favecr—=2le Response)

Teacher Attitudes S Only SF Only
Toward: (prsttes, (pretest)
3 T " 5D t

1. Administrative

Fractices té, 80 1" .27 3¢.27 18.20 - .216
2. Professional

Work Load 57.47 2.37 53.063 5.42 1.127
3. Non-Professional .

Work Load 58.07 16.13 54,33 4.93 .383
4. Materials and

Equipment 42.50 5.38 38.60 13.31 .470
5. Buildings anl

Facilities 46.03 11.12  54.00 15.39 - 727
6. Educational

Effectiveness 57.90 12.78 57.20 14.67 .062
7. Evaluation of

Students 39.40 3.13 44,53 18.58 - 472
8. Special Services 36.93 14.80 32.93 5.91 .435

9. School-Community
Relations 51.23 12.27 51.57 9.47 =~ .037

10. Principal Relations 47.50 15.71  52.37 16.97 = .364
11. Colleague Relations  65.30 13.27 68.27 16.35 == .244

12. Voice in Educational
Program 37.87 6.16 42.37 10.89 = ,623

112




TABLE 6.10 - Continued

Teacher Attitudes SF Only SF Onty
Toward: (posttest) (pretest)
M SD M SD t
13. Performance and
Development £40.50 7.80 50.33 12.22 =~ 1.175
14. Financial
Incentives 52.87 14.50 58.77 18.95 -~ 428
15. Reactions to
Survey 47.70 17.98 64.10 16.63 =~ 1.160
16. Overall 47.47 7.70 49,93 10.47 =~ .327
* p< .05
** p & .01 df=4
*** peg_ .005
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TABLE 6.11

TEACHER ATTITUDES TOWARD THEIR WORK ENVIRONMENT _
[SF Only (posttest-pretest)] = [Controls (posttest-pretest)]
{Fevoral:le Response Gain Scores)

Teacher Attitudes SF Only Controls
Toward: (change) {change)
M SD- M SD t

1. Administrative

Practices 2.67 6.26 5.99 13.49 . 395
2. Professional

Work Load 3.83 3.62 1.99 11.39 . 341
3. Non-Professional

Work Load 4.07 14.11 4,43 13.20 .916
4, Materials and

Equipment 3.90 8.64 .39 13.42 AR
5. Buildings and

Facilities 7.97 6.47 3.91 12.26 - .529
6. Educational

Effectiveness 1.90 6.05 .23 7.95 - ,410
7. Evaluation of

Students 7.47 13.63 27 10.22 - 1,004
8. Special Services 4.00 19.15 2.94 11.89 .716
9, School-Community

Relations .33 6.33 1.51 7.79 ~ 359

10. Principal Relations 4,87 - 2.54 6.84 10.15 .323
11. Colleague Relations 2.97 22.53 5.60 8.72 .281

12. Voice in Educational
Program 4,50 6.81 6.66 8.03 .404
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TABLE 6.11 - Continuec

Teacher Attitudes SF Only Controis
Toward {change) (change)
M SD M SO t

13. Performance and

Develcpment 9.83 5.84 10.00 5.13 .045
14, Financial
Incentives 5.90 4.97 7.87 6.87 .443
15. Feactions to
Survey 16.40 31.39 14.89 10.55 - .12
16. Overall 2.47 4.45 4,11 6.44 .398
* p .05
** p £ .01 df=8
**k  p € L0905
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These findings are provided additional support by the data for
Que stion 4c. Here we contrast teacher attitudes in SF only schools with
those in the post-test only schools (see Table 6.12).

Exploratory Question 4c: Work Attitudes
[SF only (posttest)] = [Posttest Controls (posttest)]

The overall difference in means between these posttest attitudes
is insignificant; category differences are also insignificant along Ffour-
~sen oF the fifteen dimensions. The only disparity is found in (12) Voice
¥n Educational Program (p € .05). This may indicate that the survey feed-
back experience succeeded in raising the teachers' desired level of par-
tiicipation in certain organizational decisions, but this conclusion 1is
cnly speculative. In general, the data are consistent with tnc zbove
findings. The SF only intervention did not seem to produce any enduring
changes in teacher work attitudes.

The final exploratory Question, 4d, investigates the effects of
survey administration only on teacher work attitudes.

Exploratory Question 4d: Work Attitudes
[Controls (posttest)] = [Posttest Controls (posttest)]

The overall mean scores presented in Table 6.13 indicate that, at
the time of the posttest, attitudes differed insignificantly between these
two groups. Mcst category scores are higher for the ccatrol group than for
the postte~t only group. These differences are insignificant; we doubt
that the survey administration accounts for these differences. However,
there may be one important and statistically significant category mean
difference. Teachers in the control schools had less favorable attitudes
toward the attitude survey itself (15) Reactions to Survey. This suggests
that survey administration probably dces not influsnce teacher attitudes
toward their work environment but may affect their attitudes toward being
surveyed and then not having the results utilized in some way related
to their work situation,




TABLE 6.12

TEACHER ATTITUDES TOWARD THEIR WCRK ENVIRONMENT
[SF Only {posttest)] = [Posttest Controls (posttest)]
(Per cent Favorable Response)

-

Teacher Attitudes SF Only Posttest Only
Toward: ____(posttest) {posttest)
1 SD M SD t

1. Administrative

Practices 36.60 11.27  41.22 14.03 - ,.49]
2. Professional

Work Load 57.57 2.32 46,17 15.77 1.194
3. Non-Professional

Work Load 58.07 16.13  56.42 9.93 .194
4. Materials and

Equipment 42.50 5.38 53.17 8.73 =~ 1.905
5. Buildings and

Facilities 46.03 11.12 51,27 16.66 —~ .484
6. Educational

Effectiveness 57.90 12.78 54,67 14.92 .319
7. Evaluation of

Students 39.40 3.13 44,83 .00 =. .99
8. Special Services  36.93 14.80 45.07 11.07 — .93

9. School-Community
Relations 51.23 12.27 50.38 12.96 .094

10. Principal Relations 47.50 15.71 54,31 17.83 -~ .559
1. Colleague Relations  55.30  13.27 59.88 27.69 .313

12. Voice in Educational
Program 37.87 6.16 50.72 8.80 =~ 2,23 *
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TABLE €.12 - Continued

Teacher Attitudes SF Only Pcsttest Only
Toward: (posttest) (posttest)
M SD M SD t
13. Performance and
Develcpment 40.50 7.80 46.27 14.05 -  .648
14. Financial
Incentives 52.87 14,50 56.28 14,27 - 337
15, Reactions to
Survey 47.70 17.98 51.12 9.39 - ,388
16. Overall 47.47 7.70 50.48 11.01 - 419
*p .05
** p ¢ .01 df=7
*** p & .005
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TABLE 6.13

TEACHER ATTITUDES TOWARD THEIR WORK ENVIRONMENT
[Controls (posttest)] = [Posttest Controls {posttest)]
(Per cent Favorable Response)

Teacher Attitudes Controls Posttest Only
Toward: {posttest) (posttest)
M SD M SD t
1. Administrative
Practices 44.44 18.60 41.22 14.03 .348
2. Professional
Work Load 59.40 14.17  46.17 15.77 .595
3. Non-Professionz.
Work Load 57.19 13.33 56.42 9.93 .116
4. Materials and
Equipment 54.09 16.56 53.17 8.73 .122
5. Buildings and _
Facilities 57.53 19.87 51.27 16.66 .009
6. Educational
Effectiveness 68.81 18.09 54.67 14.92 .521
7. Evaluation of
Students 55.11 21.34 44.83 9.00 .090
8. Special Services 52.91 15.54 45,07 11.07 .030
9. School-Community
Relations 58.49 9.46 50.38 12.96 .302
10. Principal Relations 63.86 24.00 54.31 17.83 .800
11. Colleague Relations 73.80 10.45 59.88 27.69 .238
12. Voice in Educational
Program 46.09 12.27 50,72 8.80 -~ .768
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TABLE 6.13 - Continued

Teachar Attitudes Controls Posttest Only
Taward: (posttest) (posttest)
M SD M SD t
13. Ferformarce and
Cevelopment 52.71 13.64 46.27 14.05 .838
14. Financial
Incentives 52.34 14.78  56.28 14.27 487
15. Reactions to
Survey 37.79 9.95 51.12 9.39 2.471 *
16. Overall 56.51 12.61 50.48 11.01 .910
* p &£ ,05
** p ¢ .01 df=11
*Ep & .005
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CHAPTER VII
SUMMARY AND IMPLICATIONS FOR FUTURE RESEARCH

The primary purpose of this study was to &ssess the effects of
the SF-PS-CD intervention of teacher work attitudes. Secondarily, we
were concernad with the program's effects on school organizaticnal
health, effectiveness, and innovativeness. Ve hypothesized that the
intervention would establish teacher coilective decision making and
change supporting structures within the school which would complement
the organization's e» ;ting authority structure. The new decision
mechanisms were designed to provide specific teacher inputs into the
jdentification and solution of scnool problems and fostar the institu-
tionalization of change. We hypothesized that the extent to which
these new structures were perceived as fully functioning and productive
of increased crganizational effectiveness and innovativeness would be
reflected in improved teacher attitudes toward key aspects of their
work environment.

In general, the major hvoothesis of the research was confirmed.
This chapter will conclude our report by reviewing and elaborating on -
the study's findings, particularly those that deal with administrative
and faculty perceptions of collective decision making and teacher work
attitudes in the experimental schools. We will relate these findings
to the study's theoretical model and will recommend specific changes
in cur OD intervention, improvements to be tested in future research
and experimentation in schools and other types of organizations.

Perceptions of Collective Decision Making

Overall teacher perceptions of collective decision processes
were significantly more favorable in the SF-PS-CD schools than in the
pratest-posttest control schools and SF only schools. Teacher percep-
tions of collectivity in the full treatment schools were also more
favorable, though insignificantly so, than those in the post-test
only control schools. Further, the t-tests compared the mean scores
for the combined experimental schools with the mean scores for the
various control groups. Had the statistical analysis differentiated
between those full treatment schools which fully implemented program
procedures and those that did not--i.e., if our statistics had tested
the effects of successfully routinized collective decision structures
rather than the effects of the intervention--between-group mean dif-
ferences possibly would have been more highly significant.

121




122

The SF-PS-CD intervention is a highly divisible structural inno-
vation in that the three OD components can be implemented separately.
In defining the extent to which the seven experimental schools routin-
jzed "complete" collective decision structures, we focused on whether
or not the organizations adopted all three of the intervention's com-
ponents. For the purposes of this aralysis, schools with complete col-
Tective structures are those which (1) utilized the survey feedback
data, (2) conducted faculty problem solving meetings throughout the
one-year research period, and (3) institutionalized the collective
decision overlapping group structural configuration. In our discus-
sion of Hypothesis I, we noted that collective decision processes
were routinized successfully in four schools. Complete collective
structures were also found in another school, but were perceived as
somewhat competitive with the authority structure by the in-coming
principal. One school partially implemented the procedures--survey
feedback and problem solving procedures were undertaken without the
formal overlapping group structural configuration. In another school,
neither the problem solving meetings or the overlapping group struc-
ture were implemented.

These findings were based largely on interview data obtained
from school principals and program leaders. At the time of the inter-
views, neither the interviewers not the interviewees knew how favorably
(or unfavorably) teachers in each particular school responded to the
posttest School Survey or Group Problem Solving questionnaires. Thus,
neither the external changes agents nor the concerned school personnel
had access tv more objective data on teacher work attitudes or percep-
tions of collective decision making. The interviews and classification
of schools on the basis of "completeness of collective decision struc-
tures" therefore was not contaminated by prior knowledge of the post-
experimental questionnaire data.

Within the experimental group, overall teacher perceptions of
collective decision processes (as measured by the Group Problem Solving
questionnaire) were positively related to the extent to which program
activities were implemented successfully in the individual schools (see
Table 7.1). The most favorable perceptions of collective processes were
reported in two "complete" collective decision schools which had parti-
cularly active Review Committees. In experimental school 4, the Review
Committee included a building representative and building coordinator
in addition to the principal and program leader. In school 3, the
assistant superintendent participated in Review Committee activities
and facilitated district level cooperation. The teachers is school 7
formed one of the most enthusiastic and successful Program Groups. They
reported favorable perceptions of collective processes, though the new
principal feit that some of their activities conflicted with the authority
decision structure. Teachers in the school with partial collective deci-
sion structures (6) had the next highest favorable overall mean Score.
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TABLE 7.1

FAVORABLE PERCEPTIONS OF COLLECTIVE DECISION MAKING:
SF-PS-CD EXPERIMENTAL SCHOOLS

School Code Number Coliective Decision Per Cent Favorable S.D.
Structures Overall Response
(Pnsttest)
4 Complete 74.2 12.5
3 Complete 72.4 22.0
7 Complete - 68.1 17.0
6 ‘ ~ Partial 61.1 22.3
2 | Complete 56.4 22.1
1 Complete 54.0 19.3
5 Not Implemented 51.1 27.4

Faculty members in schools 2 and 1 had slightly less favorable percep-
tions of collectivity and participation. Though complete collective
structures were implemented in these organizations, the schools experi-
enced turnover at the principal (school 1) and program leader (schoo! 1)
levels. The Towest overall mean score was obtained from the school
which discontinued program activities (school 5).

Teacher perceptions of collective decision sub-processes will be
discussed from two points of view. First, favorable mean scores for
the entire SF-PS-CD group will be compared to mean scores for the con-
trol groups. Second, mean dimension or sub-process scores within the
SF-PS-CD group will be contrasted. The intervention seemed to have a
more powerful impact on certain collective decision sub-processes than
others. To summarize, the program as perceived by the teachers more
strongly affected stimulation, adoption, implementation, and routiniza-
£ign than it did evaluation, internal diffusion, and legitimation.

Favorable teacher perceptions of evaluation activities were
approximately equal in the SF-PS-CD and control schools. Teachers in
both the experimental and control schools felt they had a part to play
in identifying and specifying school problems. Perceptions of faculty
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evaluation in the control schools possibly could reflect participation
in the authority decision structure rather than involvement in collec-
tive decision making. In any case, significantly favorable differences
in faculty perceptions occurred only between the experimental schools
and SF only schools (p € .005). Within the SF-PS-CD group, teachers
reported the most favorable perceptions of faculty evaluation in three
schools which fully implemented collective decision procedures (schools
4, 3 and 7). The least favorable perceptions of evaluation activities
were found in the school which discontinued program activities (5) and
the school with partial collective structures (6).

The intervention had a relatively greater impact on teacher per-
ceptions of the stimulation sub-process. In contrast to the SF only
and control groups, teachers in the SF-PS-CD schools perceived signifi-
cantly greater opportunities for faculty problem solving, effectiveness
of team problem solving efforts, and commitment to faculty group activi-
ties. Teachers in complete collective decision schools 4 and 3 posted
highly favorable scores along this dimension. The lowest stimulation
means were observed in the collective decision:school with leader turn-
over (2) and the school which discontinued program activities(5).

The intervention did not produce significantly greater percep-
tions of internal diffusion. Though between-group differences are ‘in
the predicted direction, the SF-PS-CD group mean is significantly greater
only when compared to the SF only group mean (p < .01). Because the ele-
mentary level sample schools possibly were small enough ecologically and
in numbers of personnel, the need for institutionalized lateral inter-
action for internal diffusion purposes may have been minimal. The
within-group data suggest that faculty team problem solving facilitates
internal diffusion, A case in point is the experimental school which
utilized problem solving procedures but only partially established the
collective structural configuration (school 6). Faculty perceptions of
internal diffusion in this school were about equal to the average for
all SF-PS-CD schools.

Somewhat to our surprise, faculty perceptions of legitimation
did not differ significantly between the experimental and control
schools. One explanation for this finding is that greater and more
explicit demands were placed on legitimation mechanisms in the SF-PS-
CD schools as faculty stimulation activities increased. The overlap-
ping program committee structural configuration was able to accommo-
date this increased activity, but not without some strain. In retro-
spect, we saw that program leaders' training tended to place greater
emphasis on faculty evaluation and problem solving activities than on
the legitimation sub-process. It now seems to us that the leader train-
ing program should have dealt with Tegitimation considerations more
thoroughly.
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Within the SF-PS-CD group, the most favorable perceptions of
legitimation were reported in school 3, which benefitted from direct
district level participation in the program, The involvement of top
administrators in collective decision activities possibly facilitated
or lTent additional weight to sanctioning of faculty recommendations.
Teacher perceptions of legitimation were least favorable in the experi-
mental school which discontinued program activities (school 5). How-
ever, perceptions of legitimation were about equally as unfavorable in
one of the complete collective decision schools. The legitimation mean
scora for school 1 suggests that collective decision activities broke
down at the legitimation stage and interfered with the implementation
of faculty suggestions. In school 7, faculty perceptions of legitima-
tion were not appreciably greater than the average for the entire experi-
mental group. This finding is exceptional because teachers in this
school generated higher than average mean scores along every other dimen-
sion. We hypothesized that legitimation mechanisms are necessary for
the effective coordination of the two decision structurss. Perceptions
of the legitimation sub-process should reflect theoretically the
extent to which dual decision structures are complementzry rather than
competitive. As such, the coordination problems between structures
noted by the new principal during the evaluative interview were reaf-
firmed by his faculty's perceptions.

The intervention seemed to have a greater effect on teacher
perceptions of the final rather than earlier stages of the collective
decision process. Though this finding was not formally hypothesized,
we anticipated that the phenomenon would occur for three reasons.
First, we expected that improvements gained along various stages of
the collective decision process would be cumulative. To the extent
that these incremental changes are cumulative, the interwention should
have its greatest impact at the final stages. Second, tte final stages
of the collective decision process-are also the ‘inal stzges of the
authority decision process, i.e., the point at which both structures
converge. As collective decision structures are implementad in the
school, teacher attitudes toward authority, as well as ccllective,
decisions should improve. Finally, the collective struciture provides
a mechanism for increasing faculty participation in auth:rity decisions.
This zeightened involvement should further increase favorzble teacher
perceptions of adoption, implementation, and routinizaticn.

. The differences in teacher perceptions betwean SF-?S-CD and
pretest-posttest control schools become increasingly significant at
the three final stages: adoption (p <.05; implemenzation (p < .01);
and routinization (p <'.005). The same trend is evidenced when the
SF-PS-CD schools are compared to the posttest control schools, though
the differences are insignificant. Relatively speaking, four of the
complete collective decision schools had very favorable teacher percep-
tions of adoption, implementation, and routinization. Routinization
scores for these schools were higher than the mean scores for any other
experimental or control school in the sample. The lowest scores within
the SF-PS-CD group were generated by teachers in schooi 1, a "complete"
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collective decisior ¢..wuul, The cumuiative effects of the interven-
tion at earlier stezzc ~ay have been cancelled out by the cpparent
problems within the scnool at the legitimation stage. The second
lowest mean scores ‘o~ adoption, implementation, and routinization
were observed in the =chool which had discontinued program activities.

Quality of School Faculty Meetings

We anticipated that many teachers in the sample schools, both
experimental and control, would report that their schools provided the
faculty with mechanisms for collective evaluation and problem solving.
Faculty members who perceived the opportunity for group problem solving
in their schools were asked three questions concerning the quality of
those activities. Responses to these post-test questions were not
included in the School Survey nor Group Problem Solving mean scores
reported earlier.

The first question focused on whether faculty problem solving
mechanisms were being used effectively. The second concerned the extent
to which faculty problem solving efforts contributed to the identifica-
tion of school needs. The third item focused on whether faculty meetings
increased teacher awareness of school problems,

Faculty members from all schools were asked to respond to these
items only if they felt that the teachers in their school participated
in formal group problem solving activities. Faculty members in the
SF-PS~CD group reported the most favorable perceptions of faculty meet-
ings (38.4 per cent favcrable responsg). Teachers in the pretest-posttest
and posttest only contrs? schools respended less favorable (28.7 percerit
favorable response). T==ziers in the SF only scheols had the least
favorable perceptions oF fizzulty problem solving me=tings (20.1 percent
favorable response). The zverage favorzble response for all schools was
30.5 percent.

Within the exper~ amntal group, perceptions of faculty meetings
were more ~avorablie in =the schools witn complete collective structures
than in those with incospi:ete structurss  However, favorable percep-
tions of faculty meetings .»yere negativeliyr related to favorable percep-
tions of overall collectiz decision activities in those schocls which
fully implemented the prc .am procedures. Teachers in schools 2 and 1
reported high quality Fzcuity meetings: 54.8 percent and 50.9 percent
favoravle response, respzczwively. Teachers in schools 4, 3 and 7 had
more favorable overall perceptions of collective decision activities
but reported lower quality faculty meetings. Their favorable response
rates were: 33.3 percent in school 4; 41.2 percent in school 3; and
43,3 percent in school 7. It is possible that the teachers in these
three schools had greater expectations concerning their meetings and
were more critical of their group activities. In any case, perceptions
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of faculty meetings were decidely less favorable in the other two experi-
‘mental schools. The response score was 17.8 percent favorable in the
school with partial collective decision structure ‘school 6) and 27.3
percent favorable in school 5 which discontinued program activities.

These three questionnaire items certainly do not cover adequately
all aspects of faculty meeting quality or productivity in the target
population of schools. However, the responses to these sample questions,
. in conjunction with the other Group Problem Solving findings, indicate
that the program activities succeeded in bringing about somewhat more
favorable teacher perceptions of school problem solving at the techni-
cal core level of the schools.

Teacher Work Attitudes

The SF-PS-CD intervention had highly significant favorable con-
sequences for teacher work attitudes. Overall favorable response scores
on the School Survey increased significantly over the one period within
the experimental group (p €.005). Attitude changes were significantly
greater in the SF-PS~-CD schools than in the pretest-posttest control
schools (p <.005) and in the SF only schools (p €.005). Overall tea-
cher responses were significantly more favorable in the experimental
group than in the posttest only control group (p €.01).

Within the experimental group, the magnitude of favorable tea-
cher attitude changes generally corresponded to the externt to which col-
lective decision structures were effectively implemanted. Interview
and questionnaire data indicated that the most successful complementary
collective structures were implemented -in schools 3 and &. Based on
our analysis of pretest-posttest raw gain scores (see Figure 7.2), tea~
chers in both of these schools experienced significant improvements in
work attitudes. The greatest improvement was reported by the teachers
in school 7. This school had a very active Program Group; however, the
new principal felt that some of their activities were not consistent
with authority decision procedures. Favorable attitude changes also
occurred in school 6, where survey feedback and problem solving pro-
cedures were used with informal vertical communication chennels. Gain
scores for the other three schools were positive. but 211 below the
experimental group average. Favorable attitude ~hanges were evidenced
in school 5 but cannot be related to the 0D inte -vention. Relatively
modest gain scores were recorded in collective cecision schools 1 and 2.
Legitimation problems in school 1 possibly restricted teacher-initiated
changes and minimized favorable gains in attitudes.

The absence of a fully-trained program leader in school 2 {due
to a turnover) might account for the small gain-score found there. Never-
theless, collective procedures were used by teachers in both schools to
solve some important problems and, notwithstanding modest overall gains,
changes did sccur along certain attitudinal dimensions.
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FIGURE 7.2 - Continued

School Code Collective Decision Raw Gain
Number Structures Score

7 Complete +24 .4

3 Complete +22.4

4 Complete +16.9

6 Partial 4 +16.6

5 Not Implemented +15.2

1 Complete +12.5

2 Complete + 9.1

The intervention had highly favorable effects on teacher atti-
tudes toward administrative practices. Gain scores for the SF-PS-CD
group were signiFicantly greater than those for the pretest-posttest
contro] and SF o1y groups (p <.005). Experimental school faculties
serceived their —op administrators to be significantly more concerned
with educational matters, to pay more attention to faculty suggestions,
and to be better decisicn makers. This changs may have resulted from
the overlapping program committee structural configuration which was
designed to facilitate vertical communication. Experimental school
faculty attitudes were significantly more favorable than those in the
posttest only schools at the end of the one year research period.

Teacher attitudes toward their professional work load in the
SF-PS-CD schools became more positive. At the time of the posttest,
SF-PS-CD faculties reported significantly more favorable attitudes on
this factor than posttest control faculties (p € .005). Experimental
group gain scores were greater than control group gain scores (p € .01},
but not significantly greater than SF only group gains. Professional
work load items focus on class size, fairness of work loads, opportunity
to deal with individual student differences, and type of work assign-
ments. We expected that improved understanding of work load constraints
and increased control over job assignments would elicit more favorable
responses on these items. This dimension also jncluded questions per-
taining to the frequency of faculty meetings (too many?), their quality
(worthwhile?), and the results of faculty committee recommendations
(ignored?). The most favorable changes in these items were registered
in two of the complete collective decision schools.
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The nan-professional work load catesory focused on such matters
as the administrative paper work required of the teachers, number of
non-professional duties, and fairness in allocating extra-curricular
as.signments. Again, favorable gain means for the SF-PS~CD group wors
greater than those for the control group {~ < .01) but not jpreater
than the SF only group gains. Experimentz! group attitudes were signi-
ficantly more favorable than the posttest only control group mears it
the tire of the posttest (p ¢.005). It s interesting to note chav
the teachers in ona experimental school rzocvted relativelr fiigh faor-
ahle gains eiong the professional work "czs <imension, but smowec nu
shange in attitudes toward thair non-profeszional work load. Im :ncther
collective decision school, the opposite situation occurred. Tii: indi-
cates that various faculty groups focused their efforts on differznt
‘ypes of problems from school to school.

The materials and equipment dimensicn covers such factors as the
quality of instructional materials, their availability, and adem:acy of
supplies. We expected that the problem so7ving groups would dew! wiih
szhool-wide material and equipment problan= Dy attempting te imrrove the
usefulness of existing resources. It is scamewhat questionable ynether
tnis oczurred to the extent we anticipated. Experimental groun teuchers
racorded positive, but insignificant, atti-ude changes alang tnis dimen-
sjon; their percent favorable response pos—t=st mean on this factor
approximated the posttest control group mean. However, SF-PS-CD gain
zcores were somewhat greater than control gzins (p < .01) and SF only
.qains (p <.01).

The buildings and facilities category focuses on adequacy of
classrooms and offices, condition of work place, availabilitir of free-
time facilities, and the condition of the building and grouncs. we did
not expect tne intervention to have a signiticant effect on mary dimen-
sions of this category in view of the "fixed" nature of the rezurces.
S7-PS-CD group means were insignificantly more favorable at the rmost-
t2st than &t the pretest. The posttest only control group mean :and the
SF-PS-CD mean approximated each other at the time of the posttest.
kowever, SF-PS-CD change scores were significantly greater than con-
-0l and SF only school gain scores (each p €.01). These differences
could possible be the result of "halo" effects. Faculty pretest and
posttest responses on this factor could have been influenced by their
gttitudes toward other aspects of their work environment. Within the
experimental group, gain scores along this dimension were lower than
those along most other work attitude categories.

Educationai effectiveness items deal with the effectiveness
of the school program in meeting appropriate educational needs and the
financial and other support given the school by the community. Indi-
vidual items focus on students' preparation for advancement to higher
grade levels, parental interest in education, learning climate of the
school, and the “"comprehensiveness" of the school's curriculum. Atti-
tude changes along this dimension were significantly more favorable in




the experimental schools than in the SF only and pretest-posttest com-
trol schools {p <.05). We view these findings as extremely importamt.
Educational effectiveness items on the scale we employed come closest

to focusing on a chief goal of any educational organization developme::
strategy--improving the school's ability to educate its students. It

is possible that teachers' feelings of "doing better" may lay the groi~2-
work for a self-fulfiliimg prophecy in which work performance actuall.
doas improve. The averaje gain score for the experimental group of
schools was +14.3 percenzage points. The only exceptionally high chanoe
score we obtained was rezorded by teachers in one of the two schools
with highly successful collective decision structures.

The evaluatijon of students category attempts to measure teachss
attitudes toward the schaonT's methods of assessing and reporting stu-
dent progress. It also focuses on school policies regarding premotion
and retention and the provisions made for teacher-student consultatio
following the progress repurt, Changes in SF-PS-CD teacher attitudzc
on this: factor were significantly more favorable than changes in SF
only and control school teacher attitudes (p ¢ .05). There was conz:-
derable variation in scores within the experimental group. The higias:
gain score along all categories for all schools tested was achieved in
this category by a collective decision school (+42.5 percent). Simui-
taneously, teachers in one of the schools with the most effective cci-
lective decision structures reported virtually no improvements along
this dimension. Pretest teacher attitudes toward student evaluaticn
were favorable in this school whose faculty did not deal with this
issue. This finding provides some indication that improved work atti.
tudes were related to carefully identified problems and concentrated
efforts on improvement in these areas. (This type of observation,
however, is based only on the raw gain scores and consequently may
be subject to regression artifacts.)

The purpose of the next category is to determine whether the
special services provided by the school are adequate to meet the needs
of i1ts students. It deals both with the availability of various pro-
grams and the character of work relations between teachers and spe-
cial service personnel. Attitude changes within the SF-PS$-CD group
were significantly greater than those within the pretest-posttest con-
trols (p €.005) but insignificantly greater than those within the SF
only group. On a posttest basis, experimental group means were higher
than posttest control group means (p €.01). Although it is diffi-
cult for faculty groups to increase their schools' capabilities for
providing special services, we anticipated that Program Groups could
generate methods for using existing resources more efficiently and for
improving specialist-teacher coordination. These results probably
obtained in two collective decision schools whose faculties exhibited
extremely high gain scores along this dimension.
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School-community relations items concern parental influence in
education, community influence, appropriateness of board policies, and
superintendent-school board relations. Experimental school gain scores
and posttest means were significantly greater than those in any other
comparison group (all differences p <.005). Every school subjected
to the SF-PS-CD intervention reported substantial favorable changes
along this dimension. In the absense of more objective information,
we again raise the possibility of a halo effect to account for these
improvements.

The intervention seemed to have highly positive effects on tea-
cher attitudes toward their principal. Principal relations items focus
on the principal's downward communication adequacy, fairness of super-
vision, initiative in giving help and in soliciting ideas, influence
with his superiors, and knowledge of the teachers' work situation.
Faculty attitude changes toward their principal were significantly
greater in the full treatment schools than in the control schools and
SF only schools (p < .005). SF-PS-CD teacher posttest attitudes were
also more favorable than the posttest control teacher attitudes (p ¢ .005).
SF-PS-CD teacher posttest attitudes were also more favorable than the
posttest control teacher attitudes (p <.005). Attitudes along this dimen-
sion improved substantially in three collective decision schools; improve-
ments also were obtained in the partial collective decision school. Mod-
erate gains in faculty-principal relations were reported in a fourth col-
lective decision school and in the school which discontinued program
activities. Principal relations were, however, highly favorable in both
of these schools at the time of the pretest.

The colleague relations category deals with the friendliness of
of people and with relations between subgroups within the school. It
is concerned primarily with social relations. As such, the SF-PS-CD
strategy is not aimed specifically at improviny interpersonal relations
at the social-emotional level of group functioning. Rather the approach
is basically structural and takes its point of departure on tasks and
organizational role relations. As a consequence, any favorable effects
of the program on social development in the school would be somewhat
secondary and indirect. Colleague relations were significantly more
favorable at the end of the one year period with the SF-PS-CD group
(p €.01). Experimental group gains were significantly more positive
than control school gains (p < .05) but only slightly more favorable
than SF only school changes. On a posttest basis, teacher attitudes
toward their peers were about the same in the experimental and post-
test only control schools.

The aim of the voice in educational program category is to mea-
sure teacher satisfaction with planning the school's educationai program.
It deals primarily wit: curriculum development and choice of materials.
The findings along this dimension are particularly relevant to the evalu-
ation of the SF-PS-CD intervention. Teachers commonly express interest
in participating in curriculum construction. Curriculum decisions are
central to the teachers' role since the faculty is especially competent
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by training to participate in these decisions. In this sense, the
voice in educational program factor tests the effectiveness of the
intervention's built-in decision sorting mechanism. The change stra-
tegy should provide for greater faculty influence on curriculum matters
and bring about favorable attitude changes regarding the role they plan
in program development.

SF-PS-CD faculty attitudes along this dimension were signifi-
cantly more favorable at the posttest than at the pretest (p ¢ .005).
Experimental school gain scores were significantly greater than either
control or SF only school gain scores (p € .005). similarly, SF-PS-CD
taculty attitudes toward voice n educational program were more favor-
able than posttest control taculty attitudes (p < .005).

The theoretical framework of our change model also suggests that
the program should strongly aftect teacher attitudes toward performance
and development, This category assesses the effectiveness of proecedures
used to evaluate work performance and stimulate the professional growth
of individuals in the system. Our model provides teachers with increased
influence and control over evaluation procedures; in effect the collec-
tive decision making structures established a mechanism for gaining
this control. As vertical communication is improved, equitable evalua-
tion of performance should become more feasibie, faculty understanding
of evaluation procedures should improve, and the usefulness ot evalua-
tion data should increase. As such, the entire intervention 1s designed
to increase human resource utilization and provide tor faculty profes-
sional growth.

Our data indicate that the change strategy had its greatest
impact on teacher attitudes toward performance and development. Gain
score t-values in this category were higher than those for any other
School Survey dimension. In the experimental schools, posttest atti-
tudes were significantly more favorable than pretest attitudes (p< .005).
SF-PS-CD gain scores were significantly more favorable than control
school and SF only school gain scores (p € .005). Posttest SF-PS-CD
faculty attitudes were also more favorable than posttest only control
faculty attitudes (p <.005).

The financial incentives category assesses teacher attitudes
toward the school district's salary and benefits program and its admin-
jstration. Questionnaire items focus on adequacy of pay, security
through pay, incentives for advanced training, reward for outstanding
work, voice in salary matters, and internal and external salary com-~
parisons. There was a small 'but insignificant increase in favorable
teacher attitudes along this dimension within the experimental group.
Similarly, SF-PS-CD teacher attitudes were only somewhat more favor-
able than posttest control teacher attitudes. However, favorable
changes in SF-PS-CD teacher attitudes toward financial incentives
were significantly greater than changes in the pretest-posttest con-
trol and SF only schools' teachers attitudes (p < .005).
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Within the experimental group, the greatest raw (uncorrelated)
gain scores on the financial incentives category were observed in the
three schools which exhibited the most complete collective structures.
We have little evidence that these relatively high gains reflect actual
improvements 1n their respective districts' financial program. The
positive attitude changes orobably were more inairect results of the
ntervention’s effect on other relevant organization variables. An
organizational member's decision to participate in, ratner than leave,
the organization is based on a number of variabtes 1n addition to
financial incentives. Among other causal factors related to the stay-
or-leave decisiun are: '"satisfaction with job," "the uniformity of
job characteristics to the self-characterization held by the indivi-
dual," and "the consistency of supervisory practices with employee
independence" (March and Simon, pp. 94-95). To the extent that the
SF-PS-CD strategy had positive effects on these factors, financial
incentives should become less critical to the teachers' participation
decisions. The tangible rewards available to the faculty may possibly
become more acceptable in view ot improvements in these non-financial
factors as perceived inducements.

The final category,reactions to survey, measures the faculty's
evaluation of the survey procedure as a means of communicating with the
administration and getting action on identified problems and needs. Tea-
chers in the SF-PS-CD schools had significantly higher gain scores along
this dimension than teachers in the control and SF only schools (p < .005).
At tne time of tne posttest, experimental school faculties reacted more
favorably to the survey than posttest control scnool faculties (0 < .005).
Favorable reactions to attitude surveys seem to depend on the extent to
which the results are used to effect constructive change within the
school.

Suggestions for Program Improvement

The Sr~PS~CD program was not without 1ts probiems, some of
which have already been noted. This section focuses on some additional
program weaknesses and possible means for alleviating these deficiencies
in future interventions. Principals and program leaders specified prob-
lems in the areas of program initiation, administrative involvement,
succession ot program leadership, and faculty interpersonal relations.
Another weakness, not identified py the interviewees, was the program's
faiture to stimulate the adoption ot externally-generated technological
innovations.

Program evaluation strongly suggested that the involvement and
support ot the scnool admimistration 1s a necessary pre-condition for the
success of the intervention. Within the experimental school group, there
seemed to be a high positive relationship between administrative involve-
ment and program effectiveness. Tnough top-echelon administrators form-
ally sanctioned the program in all of the cooperating districts, faculty
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members were not always fully aware of this legitimation. This had the
effect of retarding certain program activities, at least 1nitially, in
a number of schools. Additionally the absence of ongoing support and
participation on the part or superintendents and other key central
oftrice personnel seemed to minimize program effectiveness~-even after
these administrators had formally approved tnhe program at the time of
initiation. The lack of direct top administrative involvement may in
fact prevail againstthe continued operation of the collective deci-
sion structure and restrict the effectiveness of upward communication.

While the intervention generally succeeded in gaining the
involvement of faculty members, it was unsuccessful in evoking partici-
pation at top administrative levels in certain districts. This was
clearly the result of weaknesses in the program initiation procedures.
Our training efforts in $F-PS-CD methodology were directed primarily
at the elected faculty program leaders in the experimental schools.
The intervention failed to provide school administrators with an ade-
quate understanding of collective decisior theory and problem sclving
methods. At the time of entry, school administrators in all districts
were extremely cooperative; central office personnel “"opened their
schools" and placed few restrictions on program activities. Since we
were not burdened with having to "hard sell" the administrators, they
received relatively little information (mostly in written form) con-
cerning the program's philcsophy, methods, and potential functional
consequences.

Future SF-PS-CD strategies should emphasize more frequent and
intensive interaction between the external agents and school adminis-
trators at all levels. The intervention should include special meet-
ings at top administrative levels to gain program support; faculty mem-
bers explicitly should be made aware of this support when deciding
whether to initiate and continue problem solving activities. Trans-
formation system cencepts might be used at the time of entry to pro-
vide administrators with a clear understanding of the intervention's
purposes and targets for change (see Lake and Callahan, 1971).

The program generally was successful in gaining the involve-
ment of building principals. It had their active support and partici-
pation in at least five of the seven experimental schools. There is
Tittle doubt that principal interest would have been higher if greater
efforts had been made to familiarize them with the program's procedures.
Two specific problems possibly could have been avoided by formally
jnstituting principal training programs.

First, certain principals tended initially to view the program
as grievance oriented, These negative perceptions resulted in part
from the Program Group's 2arly fcocus or unfavorable survey findings.
Such perceptions would be reinforced if faculty members concentrated
on problem identification without moving on to solution generation.
Principal training programs would not only be useful in establishing
favorable expectations of program activities and minimizing perceived
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threat but also in increasing the principal's ability to utilize the Pro-
gram Group's output. For exampie, problems identified at the Program Group
Jevel could provide a mechanism for increasing faculty participation in
authority decision processes. An increased understanding of the program's
methods would also provide the principal with greater control over program
activities. If the Program Group continues to specify problems and fails
to offer any constructive solutions, the program can indeed become grie-
vance oriented. A principal could reverse this trend by consulting with
the program leader on what types of problems faculty members are most com-
petent to solve. Negotiations with the program leader could focus on
increasing the group's solution output for appropriate types of problems.

A second weakness was that principals were not in some cases well
informed of the details of the feedback and problem solving meetings. This
often was the consequence of a failure to use the formalized program report-
ing procedures on a regularized basis. This situation could have been
avoided if the principals knew what types of information he was programnmed
to receive. The upward flow of information would be increased by streng-
thening inter-level role expectations and reducing ambiguity. Future
interventions, however, should probably also provide additional mechan-
isms for vertical communication. In developing supplementary means for
information transmission, the informal structure of the organization
should be giver greater consideration. Tha2 principal in the school
which succeeded in implementing cnly partial collective decision struc-
tures apparently achieved satisfactory communication through relatively
informal methods.

Communication between the principal and the Program Group could

-also be increased by having the principal occasionally attend group meet-
ings. Some principals suggested that the Review Committee mechanism
could be supplemented through their direct interaction with the faculty:
one principal arranged for the faculty to set aside a few minutes for

his comments related to the program at the beginning of each meeting.
Although we recommend that the hierarchically-undifferentiated group con-
cept be retained, limited principal participation in group sessions would
seem to be functional. In many cases, the principal may be best able to
provide the faculty with administrative perspectives by working with the
SF-PS group directly. This also would offer the principal the oppor-
tunity to increase the teachers' awareness of authority decisions and
further faculty participation in early authority subprocesses.

A serious thieat to SF-PS-CD routinization was our failure to pro-
vide for program leader succession. Collective decision activities pla-
ced heavy demands, in both time and energy, on the program leaders. At
the time of program evaluation, program leaders suggested that their
replacements be elected and trained each year. Besides achieving a more
equitable distribution of responsibilities, planned leader turnover would
have additional functional consequences. Program leaders reported that
both their training and program activities were highly valuable in their
own personal development; they felt that other faculty members also could
profit greatly from the experience.
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Program activities should be enhanced by turnover as more faculty
members are trained in problem solving procedures. Annual training of
new leaders could serve to revitalize the program. Incoming leaders
could be provided with new survey and suppiementary data as well as
training in more advanced problem solving techniques. As program acti-
vities are evaluated and the theoretical base for dual decision struc-
tures expands, yearly training could provide for continued program modi-
fication and flexibility. Finally, turnover in leadership is often neces-
sitated due to promotions, transfers, and withdrawals from the system.

In one experimental school, the program leader assumed the position of
assistant principal halfway through the program and a new leader was
elected. Events such as this underscore the need for pianned program
leader succession mechanisms.

The original program design also failed to account for turnover
at the principal level. It is difficult for a new principal moving into
any ongoing program to understand its goals and methods. Initial parti-
cipation in program planning seems to be highly related to involvement
and acceptance. As noted above, a new principal was named in one experi-
mental school in which collective decision processes had been firmly
established. The new principal reported that his Program Group was'diffi-
cult to deal with" because it had assumed authority over certain decisions
which he perceived to be within his administrative domain. On the basis
af his comments and his faculty's perceptions of weaknesses at the legi-
timation stage, one might conclude that the school exhibited some competi-
tion between the authority and collective decision structures.

However, we have little indication that the dual decision struc-
ture in this school were actually operating in a competitive manner.
First, though the new principal expressed some discomfort regarding the
program group's activities, he did not suggest that he was currently
attempting to 1imit or restrict collective decision processes. In
eral, it seems that the principal was making a great effort to adjust to
this unusual organizational structure in spite of the fact that we did -
not prepare him to do so. Second, the program leader was not aware of
the principal's attitudes toward the program. She neither suggested that
the new principal interfered with group activities nor attempted to
modify the group's authority as established by the previous principal.
Third, teacher responses to School Survey and Group Problem Solving
items were highly favorable in this school. Teachers in this school
generated the greatest attitude gain scores within the experimental
group; they also reported generally favorable perceptions of collective
decision activities.

Nevertheless, it is now evident to us that new principals must be
prepared for working within the framework of complementary dual decision
structures. Other experimental school principals reported that the inter-
vention had strongly changed the character of their organization and mode
of operations. One administrator suggested that his schcol now was dif-
ferent than most others and, as such, his job was also unique. Future
interventions should include a fully-developed program for preparing



138

incoming principals for SF-PS-CD processes. As in the case of program
leader turnover, principal turnover, properly anticipated, may provide
an opportunity for revitalizing program activities. New administrators
should participate in and influence the structuring of school collective
decision processes. At the same time, ongoing program activities could
help the novice administrator become acquainted with his faculty.

There also were some apparent weaknesses in the program's design
at the faculty or natural work group level. First, the meetings and sub-
group assignments placed additional time and responsibility burdens on
the teachers. Program leaders suggested inat provisions might be made
for meeting on school time and freeing teachers from some teaching or
extra-curricular assignments. The first (data evaluation) and second
{solution generation) group meetings were, in most instances, held on
teacher in-service days. Sudbsequent meetings usually were scheduled
at less convenient F :rs =2.g., mornings one hour before classes) and
on the faculty's cwn time. iieetings between the external agents and
school representatives were scheduled on Saturdays at a centrally
Jocated {but nevertheless distant) motel.

In most other types of organizations, members are compensated for
their participation in organizational improvement programs. It seems
reascnable to suggest that school districts could set aside periodically
one hour of school time for program activities and relieve program
leaders from certain other duties. This recommendation is based on the
assumption that the SF-PS-CD program is more productive of improvements
than some of the other inputs in which sciionls presently invest their
time and money. However, we belin:ve that the allocation of scarce organ-
jzational resources to OD prograris of this type should be based primarily
on their effects on instruction «nd student learning. Future research
should focus on the costs of the intervention in relation to its out-
put in terms of overall school effectiveness,

A second weakness at the faculty level was that the prograin deii-
berately avcided identifying or dealing directly with staff problems in
the affactive domain. Additional training seems to be necessary for
£z _Jlties in which poor interpersonal relations obtain and persist. The
program was designed to focus primarily on structural and task considera-
tions; we neither anticipated nor obtained highly significant improve-
ments in interpersonal or group relations. Our structural-task approach
and meeting guidelines generally were successful in generating the degree
of faculty cooperation necessary for effective group problem solving.

In certain instances, however, poor interpersoial reiations stifled col-
Tective decision activities.
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The SF-PS-CD program in some instances cculd be reinforced by
the addition of a person-oriented 0D component. Although a strategy
such as sensitivity training might work to improve group performance,
it would also involve additional expenditures and might conceivably
cancel out certain benefits of the structural-task approach. These,
of course, are empirical questions which only can be answered through
future research and experimentation. Teachers in one of the experi-
mental schools which implemented complete collective decision struc-
tures reported virtually no improvements in colleaque relations. Before
these results were knovn, an administrator from this school indicated
that problem solving efforts sometimes were restricted by poor 1nterper-
sonal relations among particular faculty members. In another experimen-
tal school, collective decision activities were taken over by a small
clique or sP:c1a1 interest group of teachers who succeeded in imposing
their definitions of problems and solutions on other faculty members.
The majority of teachers who had 1ittle influence over this school's
collective decisions probably resisted their implementation at the
action stages. Extended process and product evaluation might have
indicated that a perscn -centered component in our 0D strategy would
have improved collective decision activities at certain points in time
in these two schools.

The SF-PS-CD program had a greater impact at the building than
at the central office level of the school districts, For purposes of
experimentation and manageable sample size, schools /rather than dis-
tricts) were randomly assigned to the various treatment conditions.
This resulted in the designation of only one or two buildings as SF-PS-
CD schools in any one of the five cooperating districts; the remaining
schools were assigned to the various control conditions. Program acti-
vities at the district level probably were limited by the small number
of schools engaged in problem solving ac*ivities within the district.
Future programs should focus on the tot. | district to provide for the
solution of overall district problems. Using the district as the unit
of treatment should increase coordination and cooperation between schools
at both the building administration and faculty levels. Interorganiza-
tional problem solving and collective decision making might then assist
educators in coping more effectively with crucial problems such as
lack of community financial support.

A major strength of the program was its relatively low cost.
Financial and time considerations demanded a restricted level of inter-
action between the external agents and experimental school personnel
after the interventions had been initiated. Both program leaders and
principals agreed that greater participation on the part of the consul-
tants would have beer nighly desirable. Program leaders especially felt,
at times, that they were "out on a limh" without sufficient outside intel-
lectual and emotional support. Future action-research projects of this
type should involve greater external agent participation. Attempts should
be made to gauge the incremental benefits obtained in relation to the
costs of added consultant involvenent.
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Greater support for collective decision activities could be pro-
vided in a number of ways. Pfrincipals, program leaders, and the external
agents could reet more frequently for purposes of process or formative
evaluation. A series of cne - or two - day training sessions could be
instituted throughout the school year to keep the practitioner< abreast
of new developments and provide them with a better understanding of pro-
gram theory and methods. Sessions on problem solving techniques and
refinements could be held to encourage program leaders to exchange exper-
jences, new ideas, and methods. Additional questionnaires pinpointing
particular problem areas could be developed by the external agents, in
collaboration witk the school representatives, to provide further cross-
organizational feecback, Increased external resource inputs also could
be achieved by providing ¢ach program leader with a contact person at
the consulting agency. Assuming a higher level of funding, consultative
assistants could be assigned to one or more schools to provide ongoing
and continued interaction and support.

Possibly the greatest shortcoming the SF-PS-CD program was that
it did not stimulate the adoption of externally-generated innovations in
the experimental schools. The intervention's design focused mainly on
the generation of faculty solutions to school problems. Provisions were
not made to increase the faculty's awareness of and interest in externally-
generated technological innovations. Organizational changes in the experi-
mental schools consequently were more structural than technological.

Schmuck and Runkel (1970) found that their problem solving program
produced more human and structural innovations than "“packaged" innovations.
Packaged innovaticas are those " . . . for which there is some tangible
set of materizis and instructions that goes aleng with the innovation such
as teaching materials, specifications for a new job, TV equipment, or
instructions for a bookkeeping method" (p. 115). Many packaged programs
car be viewed as technological innovations, particularly those technolo-
gical chang@s which do not demand drastic problem solving or structural
moiiFication for implementation. To a great extent, our findings are
consistent with those of Schmuck and Runkel; both 0D approaches engendered
greater probizm solving and structural changes than technological or pack-
aged innovations in the experimental schools. Group problem solving and
collective decision efforts focus initially on such factors as the iden-
tificatiun of sci:col problems and needs, communication adequacy, resource
utilization, tack assignments, and role coordination, Implementation of
new techtiolog{- -1 idecs may be postponed temporarily as teachers focus on
improving the tunctioning of a system previously subjected to incomplete
or ineffective introductions of new technologies.
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An OD program can thus serve initielly to facilitate the adjust-
ment of organizational structure and human subsystems not only to the
external but also to the internal technological environment. The ulti-
mate objective would be to bring about favorable changes in the organi-
zation's technology, improve the system's ability to carry out its tasks,
and increase organizational productivity. These objectives seem to call
for a second stage OD program which focuses on the organization's tech-
nological subsystem and incorporates mechanisms to stimulate the initia-
tion and implementation of technological innovations.

The technological subsystem of an organization is highly inter-
related with the human and structural subsystems; changes in one sub-
system often necessitate changes in the others (see Leavitt, 1965). The
implementation of "hard" innovations in educational systems often has
been unsuccessful because human and Structural factors heve been ignored.
Even when these factors are considered, in some instances organizational
structure and human subsystems may be so poorly adjusted to the existing
technology that further technological changes are practically impossible.
In other cases, a school's structure and personnel may be so well
adjusted to a static technology that changes areresisted and the entire
system is "frozen". A second-stage organizational change program assumes
that the first stage human or structural intervention has {1) provided
for the adjustmerit of organizational subsystems or has unfrozen a static
organization and (2) has prepared the organization, in terms of struc-
tural and human variable, for technological change.

Numerous approaches to a second-sStage organizational change pro-
gram are possible. One strategy, which assumes ongoing collectiva deci-
sion processes with survey feedback and problem solving, will be dis-
cussed briefly. The utilization of scientific knowledge depends on the
proper dissemination cf developed ideas (see Havelock, 1971). Knowledge
input in educational systems often is Timited because the faculty is not
organized adequately to receive new inforration. We expect that the
SF-PS-CD intervention takes a decisive step in the dircction of removing
this particular obstacle to research utilization. This suggests than an
effort should be made to transmit relevant knowledge to the Program Group.

Knowledge input can be increased through the use of "temporary
systems" which provide for interaction between faculty members and exter-
nal specialists for the purpose of bringing about specific changes in
the school. Collective decision activities permit the teachers to iden-
tify problems and generate solutions. They also permit the faculty
group to search for and to initiate interaction with outside specialists
who can help solve identified problems. The potential for temporary
system success increases as the client (faculty) initiates the inter-
action and understands the problem or the need for change (Cooke and
Zaltman, 1972). As such, a second-stage program could focus on assist-
ing the Program Group in finding appropriate resource personnel.
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Temporary system activities could take place during scheduled
"in-service" days. Many school district in-service programs have been
unsatisfactory for a variety of reasons, one of which is that they often
fail to relate to genuine perceived faculty needs (Harris and Bessent,
1970). The SF-PS-CD mechanism allows the faculty to define their needs
and initiate end implement relevant in-service activities. As in-service
programs become an integral component of collective decision activities,
there is a greater probability that knowledge gained from in-service
education will be put into practice in the classroom. The change support-
ing norms and structures resulting from the SF~PS-CD intervention should
facilitate the implementation of externally-generated innovations, tech-~
nological or otherwise.
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APPENDIX A

LETTER AND SUPPORTING MATERIALS TO

COOPERATING SCHOOL DISTRICTS




SURVEY FuikuBACK AD PROBLEM~-SQLVIKG . (OJECT

Overview

The overall purpose of this research project i1s to test a method
of staff development and organization improvament called "survey feed-
back ard prcblem-colving.' The approach to be investigated combines
elements cf da*a discussion and group problem~solving. As such, it
differs shavply freom such lawcratory wrethods as T-Group or semsitivity
training. In gurvey feedback and problem-solving, the focus is on
work roles ard rel:ztionships rather than on individuals as such, on
reviewing mutual prsgress and problems at the task level rather than
personalities or on the norus governing styles of interaction at the
goclal~emotional level. The ewphasis is placed mainly on tasks to be

accomplished aand goals to be reached.

In the survey feedback and problem-solving process. historical
data on school funetioning are collected through the use of a compre-’
hensive, srandnrydized quastiz:taire. This instrument measures the
opinions and attitudes of teachers toward important aspects of their
work envirculiert, e.g., adﬁinistrative practices, professional Qork
load, educatiocnal effectiveness, performance and development, colleague
relations. DResults zre presented to the groups surveyed.in a meanipgful
wayAand group membsars are given the resources and encouragement they need
to’analyze what they have expressed in the survey, why they have said

it, and what can be dene about it.
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It is hypothesized that when the process is successful the group emerges
with new insights and with effective ways of solving its problems and meeting
its needs. The proctice of systematic anclysis, problem~solving, and remedial

action is corried through in terms of new organization structures and procedures.

The subjects of the reseerch will bhe 21) the teachers and principals in
a totel of LB elementary scheols. The study tests for the effects of pre- _
testing, fcedback only, and fcedback and problem-solving. A fiéld experimental
desigr calls for random selection of schools according to the following pattern:

A: pretest, fcedback and problem-solving, and posttest

"B: pretest, feedback only, and posttest

C: pretest and posttest

D: posttést only

Each of the four groups will be composed of 12 schools.

The necessity for random assignment of schools to one of these four
“treatments" must be underscored. We ask that those faculties who agree to
participate mekc o prior commitment to cooperate on the basis of.their not
knowing in advanée their assignment as either a pretest-posttest, posttest
only; feedback and problem-solving, or feedback only school. The reason for
this stipulation is that only‘through strict randomness in assigning schools
from the accessible target population (all 48 cooperating schools) can the

main effects of feedback and problem-solving be assessed while controlling
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for the ¢ffccts of extraneous variasbles which might eccount for the changes
hypothesized in the research. It should bc added that in the process of
randomization cach school has an equcl chance of becoming any one of the four

types of treetment schools.

The pretest and posttest involves [illing in the previously-mentioned
120-item attitude survey questionnairc. The questionnaire takes the teacchers
an average of about 30 minutcs to complete.

a. The prctest would be administercd to the facultics in 36 of the

schools in January, 1971 and the posttest one year
later (iate Fall of 1971).

b. In ihose 12 schools selected for fecdback only, a singlc t#o-
hour scssion would be required in the Winter of 1971 to present
the survey findings to the faculties.

c¢. 1In those 12 schools selectcd for feedback end problem-solving,
approximatély 5 two-hour sessions with the feculties would be
required in the Winter of 1970-T1 to present, discuss, and
analyzc the findings and develop solutions to identified

problems and neecds.

Most of the research work and time spent would involve the facultiés ocf
only 12 of the 48 schools (thosc with feedback and problem-solving). The
other 36 schools serve os 'controls'. Perhaps the five problem-solving
se3sions in these experimentel schools might constitute s desirable inserfice

activity for the faculties of these sfhools.

The feedback and problem-solving znd feedback only sessions would be

conducted by teachers who will be nominated for this lesdership role by their

-3 -
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fellow teachers In each school at tne time of p€ preteSt admipistration.
4 half-week training session will be conducted £t the feedback only
leaders and a full-week tralaning session for the feedback and problem-
sclving leaders on program content, methods, uge Of matérials, feedback
+<nd {where appropriate) prehlem-solving techniques. The ¢raining of these
teachers will ve conducted in the late Winter of 1970-71 by Professor

Roy V. Wood of the School of Speech at Northwegr®ty Unlversity,

The leadership traiaing will necessitate raleasing barticipating
teachérs from their normal duties from three tg five days, Costs of pro-
viding released time for the teachers will be yoltbursed to the cooperating

district.

The results of our previous investigationg ©f survey feegdback and
problem-solving, and the research done by otheys in this field, lead us
to believe that this approach to school improveseit holds great promise for
building more gtable, productive, and saticefying Work rélatiopships. We
should indeed be very grateful for the sanctiop @Y supPort that you per-
stnally might be willing to lend to this projecr and invite you to con-

tact us regarding participation or for additionﬂl information,

Robert J. Coughlan, Ph.D. - Gloy$? Kinney, FPh.Dp.
School of Education Execvtive Director
Worthwestern University HorypWest Educatiopnal Cooperative
" Bvanston, Iilinois 60201 112 y¥oreh Belmont pvenue
Phuae:  492-3218 Arlip8ton Hedghts, Illinois 60004

PhOntz : 394‘4540
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NORTHWESTERN UNIVERSITY

FVANSTON JLLINOIS ot

THE SCHOOL OF EDUCATION

Dear
We certainly do appreciate your willingness to participate with us in
researching thlie use of the survey feedback and problem-solving approach

_to organization development in schools.

We are enclosing a description cf the project to refresh your memory
about its objective and methods.

The experimental design of the study calls for strict random assignment
of participating schools into one of four groups:

Type A: 12 pretest, feedback and problem-solving, and posttest
schools.

Type B: 12 pretest, feedback only, and posttest schools.
Type C: 12 pretest and posttest schools.
Type D: 12 posttest only schools.
The assigmment of schools to groups has now been completed, using a table

of random numbers, with the result that your school is a member of
Type .

The schedule of program activities established for schools in your group

is eaclosed. We ask you to conform as closely as possidle to this schedule
in order to guarantee uniformity in operations an keep everycne 2br2ast

of activities.




RESEARCH ON SURVEY FEFDBACK AND PROBLEM~SOLVING

Schedule of Activities

A. Pretest Questionnaire Administration

1.

When Should the Pretest Take Place?

The questionnaire pretest administration should be carried out during
the week of January 11-15, 1971, If this proves to be administra-
tively unfeasible then pleare schedule the pretest on a day as

close as possible to the wcek of January 11-15.

Who Should Fill In the Questionnaire?

The questionnaire should be completed by all permsnently assigned,
certified, crgular classroom teachers in the school as well as any

special service personnel who spend mere than 50 percent of thedr
working time in the school.

The questionnaire should not be administered to any administrative,
supervisory, consultant, clerical, or custedial personnel since
they are not the subjects of the study.

The questionnaire should be administered on a group basis with

all the teachers filling in the forms at the same time. A good
occasion might be a regularly scheduled faculty meeting where the
task could be completed as part of the agenda. The entire faculty
might also be brought together in the afternoon for a special meet-
ing in the library, cafeieria, or other suitable area. Please make
gure that the physical setting is comfortable, has tables or clip-~
boards for writing, anc has adequate space for privacy.

It would be highly undesirable to have individual teachers fill in
the questionnaire at their lelsure over a period of days. This leaves
the door open for a possible contamination of results irn the event
that teachers discuss their reactions among themselves before com-
pleting the questii 1naire.

1f one or more teachers are absent the day of the survey adminis-
tration, please inform Dr. Robert J. Coughlan of their names. He
will send them forms to be completed and returned directly to him.

How Loug Does It Take To Complete the Questionnaire?

The typical teacher can fill in the questionnaire in approximately
25-30 minutes. However there are always a few teachers who like
to take more time. It would be a good idea to provide an hour's
time for the actual administration.
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Teachers may leave the room as soon as they turn in their comple-
ted forms.

Who Should Cenduct the Questionnaire Administration?

Experience shows that efiective attitude survey administration
depends on guaranteeing the anonymdty of questionnaire respondents.
We do not ask any teacher to identify himself in the survey process
and we enlist your support in sveing that this does not happen.

As part of the strategy tor preserving anonymity we strongly
recomrend that the principal nominate a teacher in the school to
serve as survey questionnaire administrator. This feacher should
have the trust, counfidence, and respect of fellow teachers.

What Steps Should Be Taken in the Actual Administration?

In the questionnaire administration meeting the principal should
introduce the research study to the teachers, explain its overall
objectives and methods, and answer any questions as best he can.
The enclosed overview of the project may prove useful for this
purpose.

He should then turn over the actual questionnaire administration
to the teacher appointed for this task. (The teacher should he
briefed on the assigrment beforehand.)

The teacher survey administrator should distribute the questionnaires
to the faculty members present, collect the forms immediately after
they are completed (without examining them), and at the end of the
period mail them directly to the researchers in the stamped, addres-
sed envelope that is provided. This procedure carries greatest

Yface validity" when it is done in the presence of one or wmore

other teachers. '

The principal and any other administrators in the building should
leave the room during the questionnaire administration -- "make
themselves scarce". This provides a strong signal to the teachers
that the administrators are sincere in their desire to preserve
every teacher's anonymity and that they are not in league with

the researchers in trying to identify and read any particular
teacher's completed form.

Should All Questionnaires Be Returned?

The teacher survey administrator is asked to count all the question-
naires that are distributed and accourt for and return all the filled-
in as well as blank or unused forms that have beer provided. Ve

have found that it is not good practice to have the questionnaire
floating about the district and community with iradequate or erro-
neous explanations as to its purpose. The survey administrator

chould also not forget to fill in a form for her- or himself! Par-
enthetically we would like to thank this person very much for car-
rying out this very important task.
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B. Program Leadership Jeclection and Training

1.

2.

How Will the Program Leaders Be Selected?

In Type A and B Schools the teachers select their own program leaders.
These leaders will conduct the feedback and problem-solving and
feedback only sessions in their particular schools. In each school,
the teachers will be asked at the time of pretest administration

to write in the nzmes of the three teachers on their faculty whom
they feel would be wost qualified to conduct these sessions. The
teacher who receives the highest aggregate number of votes will be
appointed program leader of the school.

The principals will be informed of the name of their school's .
program leader by Jamuary 30, 1971.

Who Will Train the Program Leaders?

Those teachers selected for the leadership role will be invited to
take part in a training program covering the study's content and
methods. The training consists of a three-to-five day workshop

to be conducted on the Northwestern University campus.

The exact location of the training workshop will be announced at
a later date.

The training will be under the direction of Professor Roy V. Wood
of the School of Speech at Northwestern University.

When Wiil the Training Take Place?

The training workshop is scheduled for the week of February 15-13,
1971. Program leaders will have to be released from their normal
full-time duties from three to five days during this period in
order to attend the training workshop.

How Is Payment for Released Time Arranged?

Payment for the released time of teachers for leadership training
is provided by research project funds. Districts are asked to send
invoices to Dr. Robert J. Coughlan in the amount of the district's
established substitute teacher rate for those teachers taking the
leadership training.

C. PFeedback of Survey Results

1.

what Happens to the Results of the Pretest Administration?

In Type A and B Schools only, questionnaire findings will be tabu-
lated, profiled, and brought back to their respective faculties

for presentation by the program leaders. Each scheol faculty will
review only its own results and not the findings of any other particular



gschool. (A composite profile of all 36 pretest schools will be
prepared to serve as a benchmark in discussion and analysis.)

when Will Survey Results Be tlade Available?

Overall survey results and supporting data for each Type A and B
5chool will be forwarded to the principal and program leader during
the week of March 1-5, 1971.

Ehen should the Feedback Sessions Be Conducted?

Program leaders in Type A and B Schools should begin feeding back
the results of the survey questionnaire for their particular school
during the month of March, 1971.

How Many Meetings Will Be Required for the Feedback?

Arrangements should be made for two to three feedback sessions
with the total faculty of the school. Each session will last
approximately two hours.

It is most desirable to space these meetings one week apart to strengthen
carry-over from one meeting to the next. However, & two-week separ-
ation between meetings is acceptable. A separation of more than

two weeks is undesirable because the impact of the work from one

meeting to the next becomes dissipated.

Program leade”~ will be trained in the content and methods of con-
ducting thes. reedback meetings.

Who Should Attend These Feedback Meetings?

All the teachers as well as special service personnel who filled
in the pretest questionnaire should be present for the presentation
of findings in the feedback meetings.

Principals, other district administrators, and supervisors or comn-
gultants arc asked to absent themselves and not take part im any

aspect of these meetings.

What Is the Final Outcome for Feedback Oniy (Type B) Schools?

Results of the feedback sessions, including major faculty reactions

and responses to the findings, will be summarized as a group report

on special forms to be provided. At no poiat will any individual
faculty member's ideas, reactionms, opinions, or sentiments be revealed.
Group reactions and responses will be reported to the principal im
oral as well as written form by the program leader.

Program leaders will be trained in preparing these written reports
and in presenting the results of the feedback sessions to the principal.
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At this point Type B Schools will have completed their assignment in
the first phase of the program.

Problem-Solving Sessions (Type A Schools)

1.

What Happens After the Feedback Sessions?

The feedback sessions serve as the basis for identifying the schocl's
key protlems and needs. Working from these data, the faculties in
Type A Schools begin a series of problem-solving sessions designed to
clarify the exact nature of each identified problem, its basic reasons
and causes, and steps to take by the faculty itself or recommendations
to others in the school or district to solve or alleviate the problems.

When Should the Problem-Solving Sessions Begin?

The oroblem-solving sessions shkould cowmence as soon .as possible after
the feedback sessions have been completed. This places the first

probiem~-solving sessicns at approximately the last week of March or the
first week of April, 1971.

How Many Problem-Solving Sessions Will Be Required?

Experience has shown that it takes a faculty from three to five sessions
to work through the identified problems and needs and arrive at specific
ideas and suggestions for staff development and school improvement.

Each session will run approximately two hours.

It would be most desirable to schedule these problem-solving sessions
on a weekly basis. This interval provides maximum carry-over from
session to session and will enable the teachers to finish their assign-
ments before the close of the school year.

Program leaders in Type A Schools will be %rained in the content and
methods of conducting these problem-solving sessions.

Who Should Attend’ the Problem-Solving Sessions?

All the teachers as well as special service personnel who took part
in the feedback sessions should be present in the series of problem-
solving meetings.

Again, principals, other district administrators, and supervisors or
consultants are asked to forego participatieg in these meetings and
be absent while problems are being discussed.

wWhat Is The Final Outcome for Feedback and Problem-Solving (Type A)
Schools?

Results of the problem-solving sessions, including major faculty
recomnendations for school improvement, will be summirized as a group
report on special forms to be provided.
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In Type A Schools, program lezcers will be instructed to form a Program
Committee in each school. It is gsuggested that this Committee be composed
of (1) the program leader, (Z) two feachers from the faculty designatea

by the program leaders, (3) the s:chool's Principal, and (4) two school

or diatrict administrators or supezvisors designated by the principal.

The purpose of the Program Committee is to review all the results of the
feedback and problem-solving sessions. This includes what the school
faculty feels ought to be dome to golve or alleviate their identified
problems and needs, who should do it, and when it should be started and
completed.

Again, at no point will any single individual's ideas and suggestions be

pinpointed or identi ied. The pur ~se of the feedback and probiem~solving
approach is te develop and pror ourses of action for school improve-
ment which have the consensus an. _upport of the faculty and administration
as a whole,

Program leaders will be trained in preparing writteu reports of their
group's activities and in presenting the results of the problem-solving
sessions to the Program Commmittee. This Committee will examine the ideas
and recommendations contained in the report and lay the groundwork for a
program of ac%ion for comstructive change.

At this poiui Type A Schools will have completed their assignment in
the first phase of the program.

Swmmary of Major Activities And Timetable

Pretest Questionnaire Administratiom January 11-15
Program leader Training February 15-19
Feedback Sessions (2-3) March
Problem-Solving Sessions (3-5) March-May

Questions and Consultation

We invite any questions you may have concerning this schedule of activities or
any aspect of the research project. Contact:

Robert 3. Coughlan, Ph.D. Gloria Kinmey, Ph.D.
School of Education Northwest Educational Cooperative

Northwestern University Arlington Heights, Illinois
492-3219 394-4540 _
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Aruitoxt provided by Eic:

GROUP PROBLEM SOLVING IN SCHOOLS

Note: Please Compiete This Questiornaire Only If You Were
A Teacher In This School Last Year (1970-71)

The purpose of this questionnaire is to investigate the probiem solving and
decision maki: , processes in 2 number of schools. We are especially
interested in faculty members' attitudes and opinions concerning the identi-
fication of problems, the generation of solutions, and the implementation of
new ideas :n their schools over the past year. The cuestions primarily focus
on the faculty's role rather than the role of the community, students, and

other interested groups, in identifying and solving schoolwic¢e and classroom
problems.

In an effort to make this questionnaire meanirgful and interesting to the
respondents, we zre suggesting the following framework which traces the series
of steps from the realization that problems and needs exist to the final
action or implementation of a new idea, program, or procedure in your school
or school district. These steps. which are not necessar?'y in chronological
order nor mutuzily exclusive, are: (1) Evaluation of school performance and
the identification of problems, (2) Stimulation of interest in a new idea or
solution, (3) Internal Diffusion, the communication of the idea or proposal,
(4) Legitimation, the formal approval of the idea, (5) Adoption, the decision
to accept the innovation or suggestion, (6) Implementation, the actual use

of the new program or procedure, and (7) Routinization, the eventual merging
of the program with the school's standard operating procedures,

The questionnaire consists of seven sets of statements which correspond to
these steps, Preceding each set of statements is a short definition of the

step being investigated. 1In the space to the right of =ach statement, please
insert an:

"A" if you AGREE with the statement,
"D'" if you DISAGREE wich the statement,
"7 if you DON'T KNOW or are UNDECIDED about the statement.

Thank you in advance for your cooperation.

EVALUATION (step 1) -- the identification of school goals and the comparing
of these objectives to present performance. This step includes the uncovering
and identification of school problems.

1. The administration and/or faculty members have recognized and

properly identified a large proportion of the problems in this
school.




2. The serious problems in this school, the type which present great
difficulties for the fzculty, have not been recognized by the
admiristration. '

3. The administration ofren has been unwilling or unable tc cope
with the serious problems that have been identified.

i~

As far as I know, there has been a high degree of consensus
among faculty members regarding the goals of this school.

5. Faculty members generally have agreed on the importance of the
problems identified.

6. Whether formally or informally, I feel that a wajority of the
faculty has participated in idintifying ~nd defining problems
(as opposed to a small number of individuals dominating these
activities).

7. TFor one reascn or another, faculty members have been ciscouraged
from discussing and identifying school problems.

8. Teachers have felt threatened when attempting tc bring certain
types of problems to the attention »f the administration.

9. I personally have been surprised that so many other faculty
members agreed with ine that the problems identified were serious.

10. Faculty members have been given sufficiernt opportunity to
discuss and definz school goals.

11. This school has provided the faculty with procedures and
mechanisms (such as problem solving meetings, special committees,
surveys, etc.) for evaluating our work situation and/or
identifying problems.

Note: If you AGREE with statement ll, go on to the nex. statement.
Otherwise, please skip the uext three items and countinue with
statement 15.

12. Faculty members have failed to use thesc formal procedures
and nachuanisms effectively.

13, Without these formal procedures and ¢ ‘hanisms, probiems
would have been properly identified & 2y,

14, Many faculty members were unaware that certain problems
existed until they were surfaced during those meetings.

15. Even though faculty members have participated in identifying
school problems, most problems have been identified by the
administration.

<1
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16. The administration has rarziy taken the initiative in bringing
up and discussing school problems with the faculty.

of sugzgestions and potential solutions f « '7ing school prnblems.

17. Faculty members havz failcd to generate suggestions and ideas
which would be accsptable :to other individuals in this school
and/or school district.

18. Very few faculty uembers have participated in the solving of
problems and the identifying of new alternatives

19. For one reason or another. I have sometimes felt that it is
not worth spending a lot of time trying to solve this school's
problems by introducing new ideas.

20. 1If we had really wanted to, faculty members could have set
aside more time for generating new alternatives and solutions
to problems.

21. The time I've spent trying to solve school problems over this
past year has been very worthwhile.

22. Special meetings and group sessions have been conducted to
provide the fac' !ty with an opportunity to solve problems and
crystallize new ideas as a team.

23, Over this past year, faculty members have effectively generated
solutions to problems on a team basis.

24. Generally, solutions to problems have been generated by the
administration ra*her than the faculry.

25. The pvoblem solving ~apabilities of this schkool are limited
due to poor ‘ommunication across grade-level and/or departmental
lines.

ot
o)
(2]

STIMULATIORN (step 2) -~ the interest in * -+ ‘dea and/or the identification

po—

INTERNAL DIFFUSION (step 3) -~ rhe communication of new ideas and suggestions

throughout the school. This step also includes the modification of ideas and
nroposed solutions resulting from "f._-lback' (that is, the reaction of other

organizational members to the id«a).

26. When solutions t. ' lems have emerged *.: this school, they
have been communi. 4 to and discug«ad with wsst faculty members
of this school.

27. When solutions to problen: -«ur emerped in this school, faculty
members have usually discussea thesez proposed solutions with
parents and other community members.

prm——-y
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28.

29.

30.

31.

32.

33.

34.

35.

36.

New ideas and suggested improvements have frequently been modi-
fied and refined by faculty membors to iotter fit the needs of
the school.

For cane reason or another, faculty members have been reluctant
to discuss their ideas with other people in this school and/or
schcol district.

. Proposed problem solutions and innovations have often bcen

altered for the worse in ~n effort to ma%e them more acceptable
to the faculty and/or admin.stration.

Teachers in this school have felt that .t is their responsibility

to make other faculty members aware of new ideas and possible
solutions to existing problems.

.The available procedures and channels for communlcating

proposed solutions have failed to work effectively.

1 have been :ble to determine, fairly accurately, whether the
faculty generally supports ~r rejects a proposed change.

Information about proposed changes mcre often flows down (than
up) the organizational hierarchy in this school and districc.

The1 . has been insufficient communication across grade-lavels
concerning potential solutions and proposed changes.

There has been insufficient communication acros: departmental
lines ( e.g., library, special education, guidance, ete.) con-
cerning potential solutions and proposad changes.

LEGITIMATION (step &) -- the formal sanctioning of an innovation or

proposed alternative by those individuals who possess the power to
approve or reject new ideas and changes.

37.

38.

39.

40,

41.

I do not know what types of changes must be apprcved by the
administration before thoy can he implemented.

In most cases, sound and financ.ally feasibie idcas hav  been
granted administrative approval.

When suggestions and solutions have been denied administrative
approval, reasons for the rejection and/or suggesiion: for the
modification of the idea usually have been cifered.

1 feel that the time interval between the conceiving of new
ideas and the eventual sanctioning of those ideas coften has
been excessively long.

Even when the need for formal approval has been recognized,
faculty members have often neglected to obtain administrative
support for their ideas.

[N

L




O

ERIC

Aruitoxt provided by Eic:

42. The individuals in this school who have the authority to approve
or reject new ideas are generally easy to work with.

43. 1In this school, methods and procedures have facilitated (-ather
than ccmplicated) the process of obtaining approval for Zaculty
suggestions.

44. Faculty nembers sometimes find communication with administrators
difficult due to hierarchical and status barriers.

ADOPTION (step 5) -- the decision to accept the innovation or suggestion

by members of the organization. This step includes the planning for the

change and the prcparation of the school system for the new program or
procedure.

45.

47,

48.

49,

50.

51.

53.

54.

New programs and solutions that have been chosen for adoptio.
have asually >~cn unsatisfactory answers to the problems of
this school.

Regardless of whetrer or not solutions and ideas were suv+-ess-
fully implemented, the ftaculty has generally supported the proposed
changes.,

Regardless of whether or not solutions and ideas were success-
fully implemented, the principal of our school has generally
supported the proposed changes,

Regardless of whether or not solutions and ideas were success-
fully implemented, the central office administration has generally
supported the proposed changas.

Regardless of whether or not solutions and ideas were success-
fully implemented, parents and cowmunity members ha—e generally
supported the proposed changes.

Apathy on the sart of the faculty has minimized the probability
that significant changes will be made in this school.

By the vime 2 r:w program or idea has been put into practice,
faculty members have had a very clear idea of exactly what
is supposed to happen.

In this school, the actual implementation of new ideas generally
nas been well plaznned “or.

Over the past year, the ideas and solutions preferred by the
administraticn generally have been the same as those preferred
by the facu'’

New programs which woul’ change the status structure of this
schoo! have usually been rejected.
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56. For one reason or an~Ther, rnew proj ams have often been sabotaged
by people in this school.
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57. Ttough it has not necessarily been obvious. faculty members have f
often disliked many of the changes made iu this school. i

58. When new programs have been put into practice around here,
faculty members have raceived training they might need concerning
new roles and proc-:dures. _

59. New programs have often led to unwanted and unanticipsted side
effects.

60. Change in this school often creates problems because many
individuals are unwilling to change their habits,

61. Most of the innovations implemented in this school have bean
suggasted by the administration rather than by the faculty.

62. There has beea good communication between the faculty and admin-
istration concerning the success or failure of new programs.

ROUTINIZATION (step 7) -- the merging of the new program or procedure with the
school's regular routines -- the standardization #nd formalization of roles
and' procedures involving the implemented innovation,

63. After a while, it seems that new programs have fit right into cur
standard procedures.

64. As unwanted side effects of new programs have appeared, these
problems have been effectively dealt with.

€5. For one reason or another, many new programs and innovations have
bzen discontinued.

66. Attewmpts have been made to evaluate, either formally or informally,
the effectiveness of new programs,

67. New programs, which should have been at least partially controlled
by the faculty, have been taken over by the administration.

68. This guestionnaire fails to reflect how faculty members are
involved in the decision and change processes in this school.
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J0HOOL SURVEY  [55

INSTRUCTIONS, This 1.:-ventory contains 120 statemenis 20Vering your G- &1i0ns and attitudes about
your work. Read each one carefully, and decide how you f=ei apout 1t. You will agree with some
statements and disagree with others. You may be undecided about some. To help YOU €Y IESs
your opinion. threc Jocc'ble responses are given tieside each staterrent.  All you have tc do is
choose the response that most nearly reflects your opinion. and maik an "X” m the bux undet

Use a pencil. and if you muke an error ¢r wish to change you answer. simply make an eraaue
and then murk an "X" in the proper oy,

WORK RAPIDLY, BUT ANSWER ALL STATEMEXTS. Do ot spend too much timz on any <ne
statement. Some of the Statements may not be worded exactly the way you would iikc them to be.
However answer them as best you can. Be sure to respond to every statement. Mark only one
box for each staterment. 1If you cannot really decide about a statement, mark the “?" box and go on
to the next statement. This is not a test; there are no 'right” or "wrong™ answers.

Agree ? Disagree

]

L]

1. Peopie in the community this school serves ire
“education-orient€d” ... . aei il ciiiaiees veaae D

2. Too many teachers in this school seer. to be more
conce rned with their own personazl interests than
with the overa}l weliare of the school........ cereen

3. My worx in this school district provides me
with ample opportunity for personal growth and
development . ..... Cherieeaen Cereeasaenaes ceenens .

4. Ihave plenty of oppertunity to express my
ideas about salary matters in this
district............ Ceeiireesiiaananannee

5. This school assumes too many educationzl
responsibilities that properly belong in the
home or to other community agencies.........oevus

DO 0O 0O

O 0O o o

6. It seems to me that the school board should
reconsider the arwoun. of authority it has D
delegated to the superintendent........ ...... P E]

o o O o 0O

Go on to next page.
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7 Insci:ir as they affect me. decisizns made Dy

the s .perimendsnt are fair and

! 7 }

EQUITEL B L e e ettt anaaae E] [: D
¢ Iam aszed 1o r22d 100 many commniczticns irom — l:]

higher-ups in this school diStrict. .. vaiivenen e L D
9. Our library services for stucents are very

satisfactory ......... ... e eeetaaiaes e D D -

10. The work of staff specialists in this school
(subject area consultants, phreical education,
music, art, foreigi language teachers, etc.)
is well coordipated with the worx of the
classroom teachers cveve e Creeaaa e

]
1

11. 1 am asked bw administraters ard supervisors
to spend to2 much “ime in 5choz] or district-
wide profess;onal meetings «...... N

12. Qur salarv schedule fails to “ompensate us
sufficientiy for yez=sof service...................

L]
0 o

13. My principal backs ine vy in my deailuz
withparents.., ... .. cooevernnnee i,

L O
R I R I R I

EW

14. PhLysical faciljties for our versonal use
(loung. washroom, etc.) need to b2 greatly

imoroved .....ceceveeeannanena. e Ceeeeaaas R O
Agree ? Dizagr
15. The salary schedule here gives me . .. L:] D

incentive to seek advanced training ........... .. oo

16. From all T czn gather, people who get promotions
in tkis schno. district deserve them ....c.ocvvvvees

17. Certain community pressure grcups exert too
much i “luence on the professional work of
this school ., .vvivresvernne e

O 0O

18. The quality of supplementary materials for
student use in .his school needs to be
greatly improved +....ccaeniiien et teaiserenanas

(]

19. The school board seems more concerned about
keeping costs down than about building an D

effective school program ........ Cireenans cerensne

20. Ifecl our salary schedule adequately rewards
outstanding wor:. .«......-0.

OO o 0O 0D

O O

21. I think my performance is evaluated fairly by
those who «ra assigned to appraise my work....... .

O O

Go on to next page.
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27.

28.

29.

3c.

31.

32.

33.

34.

35.

36.

In tnis schoo

A student in this school sometimes has to do
without needed suppicmentary mef vials ....... . ..

Little effort is 1...de in thie -cnocl to
evaluate ihe effectiveness of t'.v .nslructional

PrOSIAmY v ie e ens e eeereeesaaa

The sch~ol library and/or reference materials
available *» students are adequule to meet
instruclicnal needs. ... oveeenconns

I think the school board does all it can to
telp build an effective educational program.........

My principal seldom tries to get my
ideas about things .. . oo iv it ie it e i ein-

The policy for studeat promotion and
retention in this school iz sound ....... ... o ien

“he textbooks my studer!s zre assigned are
irrelevant, inaccurs':, und/or out-of-date .........

4s far as I'm concerned, extracurricular

duties (sponsoring student clubs. school

activities, etc.) are distributed fairly

Nthis SChOOL. sttt iteeinncrtearsnseseensans

Most of the students I work with have been
ar signed to tl:e grade level thit is best for them ....

I would prefer a different work assignment
(grade level or subject matter) from
the one Thave NOW .. .vevircreerteiansoonsonnssans

In general, I approve of the educational
policies of the school board.......coocvvevennnenn

It is easy and convenieut in this school to get tecching
aids and equipment to use in the classroom.........
It seems to me that the school b-ard fails to

concern itself with some really .mportar.
educaiional v MteTS L it iiet i ieiiiniaiaii e

]

e

oo o 0

g M

Agree

N T R T T O I R A By I

(%

oo o 0ud
O O oo O

~ [1 1]
]

Disagree

O 0O o o d
O 0O o o0 o

[l ]

Go on to next page.
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45,

46.

48,

49.

51
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eucatsonal leave, persenal couvel Cic
f.iigfitourneeds oo, Cere e

Alvewst all stedents in 1ais school seern wels

.
:

- - 1 1= = oy~
restod in helping 1z

I'm rarely told whetaner or not I'm doing good
work .....eeeenin

There is an adequaie program of stedent-
teacher consultation in this school afrer each
reporting pe™ A ..ol

I an: ¢=2ldom encouraged by ad ~inistraters or
supervisors to ottend outside pro. ssional
conferences and wWOrkshops ... .o iiienveineennns

I fail to understand how my work performance
is appraised and evaluated in this school...........

I have sufficent supplies for my wOrk ... .oovvven.

I have adequate opportunity to expr.:ss my
viewpoints about the philoscphy and goals
of this sChoOl. e v it iiiii ittt iiriireierencens

The parents of students exert too great an
influence on education matters in this school --..-..

Ou system for reporting student progress to
parents needs considerable improvement...........

We are permitted to discuss controversial
matters with students as long as we remain
objective and factual ... ool iiii i iiiiiiia et

The superintendent seeris to be wi'_ g to give
careful consideration* - ‘e2. and suggestions
of tezchers in this sc

My vrincipal keeps me well informed about
reaiters affecting my work . ovveeinviiineennnnson

L O

I N I O

o U

Agree

OO O o004 4

Y —
}
—_— P

L]
(I

0 O
L O

L]
]

L

L]
U

Disagree

O

U

O O 0O 404 -
o O 0O 0

U
O O

Go on to next page.
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61.
62.

63.

64.
65.

£5.

ERIC

Aruitoxt provided by Eic:

The specialized programs in this schtal
5 ce

{music, ari, drama, physical ocu

need to be greatiy improved  -c-eeecncnccesaeonen
My principal seems to aave suificient influence
with the ¢ uperintendent in deciding what we do
and how w2 do it in our school .....

seelations belween the pavents of students and
the staff of this schoul need to be improved.........

The superintendent seems t¢ have an effective
working relationship with tae school board .........

Effective remedial help is available to uny of
my stidents who are failing in ¢chool ..............

Teachers should nave a greater voice in
selecting student textbooks and reference
materials in this school ... ... Ceeen et

Ther¢ is a spirit of willingness to experiment
with new curriculum ideas in this school ...........

I seidom get the help I need in nandling
difficult discipline cases........c.c.oiveiieieennnns

The schooel board seems to recognize the professional
character of our work in the schools...............

The emphasis on academic subjects in this

school sometimes operates to the deiriment of
students who will not be pursuing academic
programs later ......... ... i iiiiiiiiiieiee. .

The number cf students I have to work with makes
it cifficult for metodo agocdjob........oiLas,

The school board seems to be interested in
obtaining our ideas and suggestions................

i am requ.red to do 106 much administrative
paper work (attendance reports, tardy slips.
statistical repOrts, €1C.) vevevrrrorvronocnceonsoss

e
|
"
[¢]
4]

(]

o oo 0o 0

N

Agree

o o o d

0 I R
o o o

B
]

L 0o o |
L d 4d =

L]

U
1-3

? Disagree
O
]

]

o 0O 0 gd
R U B O B O

Go on to next paze.

(80)
Repeat
(2) 5-7

(21)
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70.

72.

73.

74.

75.

76.

1.

78.

79.

80.

81.

178

Agree ? Disagree
For my level of professional competence, I am
adequately rewarded financially ........covneeenes D

The superintendent seems to lack interest
in the personal welfare of the staff of this
SCHOOL o vt oo vac s aorciiananscnnessnnnnnooasssnns

L U

Most of the time it's safe to say what you think
A;0UNd HEI e v ottt iee ittt e

In my opinion, the school board seems to be
divided on to0 Many iSSUES ... ererviasarenes e

In working with my students, I have adequate
opportunity to allow for their individual

Qi e ON S . s it in s ettt onanaseoannnansaoassnns

We Jack satisfactory procedures in this school
for evaluating student progress............conv.ee

Administrative matters seem to get more
attention in this school than the educational
PLOETAN «vv et ennnvenroonnaanosssnssnnanasanncess

oD 0O o 0O o0 og G

O 0O 4o odg 4

There is adequate space and equipment for

~O o oo @O0

carrying out my work--including desk space, ' }

drawers, bookshelves, and the like................ D D
Agree Disagree

I am required to perform too many non-

professional duties in this school (yard,

hall, stair, lunchroom, and study hall

AUEIES) v e v evereneninernniecaaasenaneenenanasanees D [:I l:l

1

Pecple in this school cooperate well .......voevenn [.__l [:I D

The students I work with seem to need an

unusual amount of discipline ....... eeeaereaanaaas D [:I l:l

My principal fails to "go to bat” for us :

with his SUPETiOorsS +...vevverrronviorencecnnscnns D D l:l

The buildings and grounds where I work are '

kept as clean and attractive as possible ............ D [:I D

In my cpinion, our specialized services (EMH,

speech therapy, guidance ¢ounseling, social work,

etc.) fail to meet the needs «f our

students........coeeuns e s teeaes Craeesesaaaiean D D D

Generally speaking, Ifeel I could do far better

work with students different {rom those _

usually assignedtome ...... . o oeniroancraeeenes D D : D

Go on to next page.
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Agree ? Disagree
© 82, OQur practices tor marking and reporting student
progress are Satisfactory.......... .. ciiieiennan . D D

83. My principal Seldom shows initiative in
seeking ways 10 help US in Our wOrK ....e...cveesn ..

84. ‘There are maAny cliques or groups in this school
that create an unfriendly atmosphere .......... ceen

85. Interruptiops (messages, morjtors, intercom
bulletins) are Kept to @ minimum in this
F=T4] 1V Yo ) P P

86. Adequate facilities are available for my use
during off-periods for grading papers, meeting

[]
[]
[]
with students and parents, and the like ............ ]
[]
]
O

87. The superintendent usually tries to take action
on the comp]aints of staff members in
this SChOGL ., c e in it i ittt i e sansatonanns

88. The poor work performance of some people on
this school staff makes it difficult {or us to
achieve adeguate instructional goals...............

O O Do o b o

89. My principa] is fair in his dealings

[

~O 0o O 0O O o o O

Withme--..t'-.- ----- P T I
Agree Disagree
90. The genera} physical condition of my classrooms
(lighting, tepiperature, ventilation, etc. )
hampers me in doing 2 good Job v+ vuvvrvuvererassn H ]

91. A few of the people in this school think they
TUN the Place reveeretenetonraeenrnenssosaseses

92. 1receive sujf_icient clerical agsistance to do
my job effectiVely.veveieer ieiiniineeiieennannns

93. There is littj€ opportunity for me to take part
in the develppment of the curriculum of this
school....,vvvv.nnn teee e e eaean

94. This schoo] System fails to provide adequately
for the needs Of excevtional students (slow
learners, gifted students, the handicapped).........

95. My professional work load is fair and
reasonable ,......... et eaaaaas eeteeaseens

O O 0O 0O 4 0

O O 0O 0O 0O
O 0O 0O O -4

96. Toc many students in this schocl seem to be
more interested in getting grades than in
learning L I L S I I R IR I R AU B A AL

0 O

Ll

Go on to next page.
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Agree ? Disagree
97. The classrooms. offices. and other werk '
areas in this school need considerable
improvement ......... ittt D I:J

98. Most of the professional meetings I am required to
attend in this school district are
worthwhile .. ... o o e D

99. There seems to be too much friction
between administrators in this district............. D

100. Too often we are asked to work on committees
whose efforts and reports are subsequently

ignored .......... O T D

101. This school district lags behind other districts
of comparabhle size and financial resources
in introducing up-to-date materials
and equipment .. ... .. i D

O 0.0 4

[]
[
[]

[
[

102. The layout of this school is inconvenient
FOT LhE SEALT « « v e vvveeneesneeneeseeneanneennee, L]

[

[]

103. Even when you take into account differences
in student ability, other schools in this
locality seem to be ahead of this one in
educational effectiveness .............. e eeeanee D

O

Agree ? Disagree

]

[

104. My recommendations about promoting and
retaining students are usually followed............. D

1G5. I feel our school system is one big reason
why people choose to live in this community ........

106. My principal seems to take suggestions
for improvement as a personal
criticism ....evieeiinioninas Chereeeee e

107. We are seldom informed about what the
top administrators in this district are ~
EhINKINE « « e v v evvenennreononanannns e,

best for those who want to work in education........
109. This school district's in-service educational
program helps me improve my professional

SKillS.eovieeeninnannnnen T

110. Educational jobs in this school district seem
to be graded fairly with respect to salary.......... .

0 g oD 0O OO0
oo oo O o

O
O]
]
108. I would rate this school system as one of the D
O
[

Go on to next page.




111. In my opinion, adeguate educational standards

are being upheld in this school .............covet.
112.  I'm essentially in agreement with the school's

student retention policy ..... ...,
113. My principal has an unrealistic view of what

goes on in my work situation.............oivon..
114. Teachers and other professional personnel in

this school freely share ideas and materials........
115. Compared with other school systems in this

state, our salary scale in this district is

OKAY e te v ecernrtireenneoseneeenonensonneosoosnss
116. My students show normal consideration, courtesy,

P o B - 1= o =Y o1
117. Student absences are excessive in this school.......
118. I would definitely recommend this school to

prospective teachers as a good place to work .......
119.  Filling in this survey questionnaire is a poor

way of finding out how I really feel about my

work in this school district ... .. .coviiiiiiinn,
120. Some good may come out of filling in this

questionnaire and cooperating in this study .........

COMMENTS.

Agree

U

O O oo o O o d

0

?

L]

O 0O Ooocdog o 0o o0 d

181

Disagree

0

o oo oo bDOog

(80)
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FACULTY SELECTION OF PROGRAM LEADER

The results of the School Survey questionnaire you are filling in
today will be reported back to the faculty of this school during the
month of March, 1971.

These report-back meetings will be led by a teacher or special service
person on the faculty of this school whom you select for this role.
On this form we are asking you to nominate your program leader.

The person whom you select should possess two crucial characteristics:
(1) the trust, confidence, and respect of fellow teachers in this
school, and (2) the requisite skills or potential for development
through training for effective discussion leadership.

The teacher or special service persom whc receives the highest aggregate
number of votes from the faculty of this school will serve as the school's
program leader.

This person will take part in leadership training sessions covering
program content and methods to De conducted at Northwestern University
during February 15-19.

Please PRINT on the lines below the first and last names of three
teachars or special service persons on the faculty of this school whom
you feel would be best qualified tc conduct these report-back sessiouns.
(Please provide use with three names. Do not include among these the

pames of any principal, administrator, supervisor, or consultant in the
school or district.,)

(Print)

(Print)

(Print)

Be sure you turn in this nomination form with your completed School
Survey questionmaire.

Thanks !






